The initiation of a literature-based composition program in a fifth-grade classroom by Alexander, Lori J.
University of Northern Iowa 
UNI ScholarWorks 
Graduate Research Papers Student Work 
1985 
The initiation of a literature-based composition program in a fifth-
grade classroom 
Lori J. Alexander 
University of Northern Iowa 
Let us know how access to this document benefits you 
Copyright ©1985 Lori J. Alexander 
Follow this and additional works at: https://scholarworks.uni.edu/grp 
 Part of the Education Commons 
Recommended Citation 
Alexander, Lori J., "The initiation of a literature-based composition program in a fifth-grade classroom" 
(1985). Graduate Research Papers. 2002. 
https://scholarworks.uni.edu/grp/2002 
This Open Access Graduate Research Paper is brought to you for free and open access by the Student Work at UNI 
ScholarWorks. It has been accepted for inclusion in Graduate Research Papers by an authorized administrator of 
UNI ScholarWorks. For more information, please contact scholarworks@uni.edu. 
The initiation of a literature-based composition program in a fifth-grade 
classroom 
Abstract 
A worthy goal for educators is the continued search for an understanding of children's learning. Continued 
research and observation of children in a variety of settings provide educators with theoretical 
perspectives and methodological applications for classroom instruction. 
This open access graduate research paper is available at UNI ScholarWorks: https://scholarworks.uni.edu/grp/2002 
THE INITL;.TION OF A Lr::ERATURE-BASED COMPOSir:::'IOi-J PROGR.l\1"'1 
IN A FIFTH-GRADE CLASSROOM 
A Research Paper 
Submitted to 
The Department of Curriculum and Instruction 
The University of Northern Iowa 
In Partial Fulfillment 
of the Requirements for the Degree 
Master of Arts in Education 
by 
Lori J. Alexander 
July 1985 
This Research Paper by: Lori J. Alexander 
Entitled: The Initiation of a Literature-Based Composition 
Program in a Fifth-Grade Classroom 
has been approved as meeting the research paper requirement 
for the Degree of Master of Arts in Education. 
 
of Research Paper 
Graduate Faculty Reader 







Table of Contents 
Chapter Page 






of the Problem •••••..•.••••••••• 




II. REVIEW OF L=TERATURE ••••••••.••..••••.••..••. 17 
III. 
Nature of the Learner ••••••••••••••••••.•• 17 
Language Learning Instruction ••.•••.••...• 21 
Composition . • • • • • • • • • • • • • . . • • • • • • • • • • • • • • • 2 2 
Literature-Supported Composition Program •• 27 
Implications for Program Development •••••. 28 
IMPLEMENTATION OF THE STUDY 
Goals of the Program ••.••...••..•.••.••..• 
Students in the Study .•••••••..•••••••.••• 
Role of the Teacher 
Preparation for the Program 
Presentation of the Program to 
Children and Parents .•••••••.•••..••••• 










IV. CONCLUSIONS OF THE STUDY ••••••••.•••..••••••• 91 
Information Gained from the Study •.••••.•• 91 


































































A worthy goal for educators is the continued search 
for an understanding of children's learning. Continued 
research and observation of children in a variety of 
settings provide educators with theoretical perspectives 
and methodological applications for classroom instruction. 
A review of research in the language arts clearly 
suggests that reading and spelling have dominated research 
efforts, while studies examining writing have been limited. 
In fact, Graves (1984) states that "research on writing 
is decades behind that on reading" (p. 66). Newman 
(1983) notes that "until quite recently we knew very 
little about how children come to understand what writing 
is. Only in the last few years have researchers become 
interested in what children know about the written 
language'' (p. 860). A survey conducted by Graves (1984) 
reveals data to support Newman's observation. Graves 
points out that "only 156 studies of writing in the 
elementary grades, or an average of six annually, have 
been done in the United States in the last twenty-five 
years'' (p. 92). Graves also notes that more than half 
of these studies have been conducted within the last 
seven years (p. 193). 
Barrs (1983) states that "recently the focus of 
interest in language education has been shifting from 
reading to writing" (p. 829). She further discusses 
the current interest in the writing process: 
The new work on writing has had the benefit 
of being able to draw on t~e body of recent 
research on reading, and researchers have 
begun to apply to the study of writing some 
of the insights that inform modern reading 
theory. Chief among these has been an 
emphasis on process--on texts in the making 
rather than on completed texts. (p. 829) 
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Recent interest in the writing process has facilitated 
efforts to observe and interact with children as they 
compose, as evidenced by the work of Graves (1973, 1983, 1984) 
and Calkins (1984). The observation of children composing 
in their natural setting may result in increased knowledge 
regarding the composition process and ultimately in 
improved instruction. 
Statement of the Problem 
The present study seeks to explore the writing 
process by observing children as they attempt to organize 
meaning in print and to derive some understanding of 
what takes place during the composition process. The 
composition program will have a literature base, that is, 
writing experiences will be preceded by and integrated 
with literature experiences and discussions. 
The intent of the present study is to implement 
a literature-based composition program supported by 
findings from research. The data generated from this 
descriptive research study will give further insight 
into children's involvement in the composition process 
3 
as well as more effective approaches for teaching writing. 
Importance of the Study 
Murray (1982) contends that educators' knowledge 
of the writing process is lacking. (p. 39). He stresses 
the need for research concerning children and the 
composition process: 
Research into the writing process will 
eventually produce an understanding of 
how people write, which will have a profound 
effect on our education procedures. We now 
attempt to teach a writing process we do not 
understand; research may allow us to teach 
what we understand. (p. 80) 
Murray further suggests that the case study method 
is the most productive alternative, as it facilitates 
close observation of a small number of writers during 
the writing process. This method of investigation, as 
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oppos,2d to "extensive statistical surveys" (p. 84), 
will likely serve to "yield the basic data and concepts 
which will be tested and developed by other means of 
investigation" ( p. 84). 
The value placed on writing in elementary schools 
has been investigated by Graves (1983). He maintains 
that the reason for the relatively low value placed on 
wri::.ing in American education is the result of a 
minimal amount of time given it. He points out that 
"writing taught once or twice a week is just frequently 
enough to remind children that they can't write, and 
teachers that they can't teach'' (p. 90). In addition 
to the limited attention given to writing in elementary 
language arts programs, Graves (1978) also compiled 
data indicating an imbalance in financial support 
between writing and reading at all levels of public 
education throughout the United States. For example, 
he found that for every dollar spent on writing 
instruction, at least one hundred dollars are spent 
on reading instruction (p. 152). 
Graves (1978) further revealed an imbalance 
between reading and writing courses offered at 
universities which prepare teachers. He shared that 
"a random survey of thirty six universities .•. showed 
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that 169 courses were of~ered in reading, 30 in children's 
literature •.• and only 2 focused on the teaching of 
writing" (p. 152). 
As a result of these factors, children are not 
writing, and as a result, are not given the opportunity 
to develop their full potential as composers. Frank 
Smith (1983a) maintains that children will use writing 
"if they become aware of its potential, to create worlds 
of experience and of ideas which they can explore 
personally, enjoy, and perhaps subsequently share with 
others" (p. 81). He further notes that "they will 
never write well if they do not write at all, and they 
are reluctant to write at all for fear they will not 
write we 11 " ( p • 7 9 ) • 
Likewise, Tchudi and Tchudi (1983) argue that 
allowing children many opportunities to write as they 
experiment with concepts and ideas will enable them to 
more fully understand a subject (p. 6). Deriving a 
deeper understanding of subjects and experiences through 
the composition process is further suggested by Graves 
(1983). He notes that "many children don't see the sense 
in putting words on paper because it hasn't been useful 
to them to discover meaningful things about themselves" 
(pp. 167-168). He contends that children be allowed 
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opportunities to use writing to share their personal 
experiences, dreams, and stories with others.(pp. 267-268). 
Current research efforts are investigating what 
children do during the writing process. Graves (1984) 
suggests that there is increasing interest by researchers 
and teachers concerning the composition process as a 
result of the work done by Emig (1969), Graves (1975), 
and Graves, Calkins, and Sowers (1978-80). 
Illustrative of the growing concern for classroom-
based research of the composition process is the response 
from a two-year study in Atkinson, New Hampshire, from 
1978 to 1980. The study, funded by the National Institute 
of Education and conducted by Graves, Calkins, and 
Sowers, was an investigation of how elementary children 
develop as writers. Graves (1984) describes the response: 
The demand for the story of these children 
and teachers didn't stop. Twenty-five articles 
in professional journals, three books, with 
coverage in Time, Psvchologv Today, Better 
Homes and Gardens, and Family Circle, as well 
as eighty-four workshops in schools from the 
Bronx to Stowe, Vermont, to Sydney, Australia, 
and seminars in thirty-seven universities in 
the U.S. and abroad give some perspective 
of the travels of our data from this 
400 pupil elementary school. (p. 168) 
Results of extensive investigations of children 
composing have provided educators with some basic 
understandings of how children learn in general, and 
compose in particular. Graves (1984) maintains that 
recent research in writing allows teachers and parents 
the ability to help all children learn (p. 174). 
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Recent research suggests that much can be learned 
about children's development of language abilities by 
teacher observation and collaboration within the emerging 
composition process. The intent of the present project 
is to extend the study of children's responses in a 
literature-based composition program. 
Much emphasis has been placed on the importance of 
teachers surrounding children with literature of all 
genre, including stories, factual books, informational 
books, and poetry to foster a sense of imagination, 
derive a notion of what writing is, and allow the children 
to enjoy the sound and flow of the language. Harms (1982) 
contends that teachers read aloud to children daily, 
regardless of the age of the students. Selections to 
be read aloud in a literature period may include poems, 
a picture book, and a portion of a full-length book (p. 12). 
Literature experiences in a variety of forms may 
facilitate the composing process of children. Huck 
(1979) expands on the positive aspects of integrating 
literary experiences with written expression: 
Children's writing will grow out of exciting 
and rich sensory experiences that bring a 
depth of feeling about people, places, and 
things. Exposure to much of fine literature 
of increasing complexity will provide 
children with a cafeteria of forms and 
examples from which they may choose models 
for their own writing. (p. 670) 
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Huck (1977) further maintains that children may 
develop a certain familiarity with the written language 
as a result of hearing various kinds of literature read 
aloud and by reading books themselves. A development 
of a sense of story, a recognition of how a story is 
written, and an anticipation of the pattern in a book 
may be enhanced through literature experiences (pp. 364-365). 
Nancy Martin (1983) also notes the importance of 
literature experiences in the development of children's 
writing. She reveals that ''if children have been used 
to talking about everything and to hearing and reading 
stories and poems, the forms and language patterns of 
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these will be in their inner ears, and will be used in 
the rep:.resentations they make when they write" (p. 39). 
Janet Hickman (1981) was one of the first researchers 
to conduct a study of children and literature in an 
elementary school setting. Utilizing the tools of an 
ethnographer (i.e., recording observations of children 
and their teachers, interviewing the children, and 
collecting artifacts), Hickman investigated children's 
response to literature. She suggests that the means 
to a powerful method to assess children's learning is 
by studying children within the setting and context 
in which their learning occurs. She also notes that 
"long term, holistic approaches may be cumbersome, 
but they are also rich sources of basic and useful 
data about questions which are otherwise unanswerable" 
(p. 353). Hickman continues to stress the importance 
of classroom-based research as it allows teachers to 
more fully interpret their students' response to 
literature experiences and thus assess their growth 
and development. Among the suggestions which Hickman 
offers classroom teachers are to maintain dated records 
of what has been read to the children, keep files of 
the children's written work, and tape-record book 
discussions (p. 283). 
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The present study attempts to apply recent 
research conclusions in developing a literature-based 
composition program. 
Procedures 
This study proposes to implement a literature-
based composition program in a fifth-grade classroom 
in a middle-class small community. The primary goal 
of the study is to establish a supportive learning 
environment while encouraging involvement with the 
composition process. One classroom consisting of 
22 members will participate in the study. Three 
children, considered neither high- nor low-achievers 
will be the focus of the investigation. Limiting the 
in-depth study to three children's responses in the 
composition process is manageable for the researcher. 
The data from the literature-based composition 
program will be gathered from 35-40 minute sessions 
conducted four times a week, commencing on September 4, 
1984, and concluding on April 4, 1985. These aspects 
of a literature-based composition program will be part 
of the study. 
Literature Experiences 
Each session will be introduced by the teacher 
with a literature experience. The teacher will read 
aloud to the children at least one poem and a picture 
11 
book suitable for intermediate-grade children. An 
informal discussion will follow each literature 
experience, allowing the children to respond emotionally 
and cognitively to the work. The teacher may also 
focus discussions toward a particular literary element 
~?~tained yit~i~_t~e piece and encourage the children 
to experiment with that element in their own writing. 
(At other times during the school day, the teacher 
will present literature, representative of different 
genre, to the children.) 
Writina Workshoo 
Following the literature experience, the children 
will participate in a writing workshop for the remainder 
of the session. In the workshop, children collaborate 
in groups of four or five students throughout the 
composing process. The students' desks are arranged 
in clusters to facilitate interaction. This small-group 
arrangement allows members of a workshop to discuss 
freely among themselves any aspect of the composition 
process in which they are involved. The students can 
rehearse potential topics for composition, provide 
support throughout the drafting of the pieces, and 
offer comments and suggestions for revising. 
Student Behavior 
Due to the interactive nature of the writing workshop, 
students need to focus on the process. Class members 
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must first of all understand clearly the goals of the 
workshop. By centering on these goals, the students 
will extend their language abilities. Teachers can 
support appropriate workshop behavior by working through 
the composition process with each workshop grouping. 
Classroom Environment 
Graves (1983) and Calkins (1984) concur that the 
classroom environment needs to be highly predictable 
in order to foster a sense of independence among the 
young authors. Children need to know where particular 
materials are stored, what to do when they are having 
difficulties, and what they are to do once they have 
subjected a piece to revision (p. 33). 
Role of the Teacher 
The role of the teacher in the writing workshop is 
that of a collaborator rather than an instructor of skills 
and evaluator of students' products. The teacher will 
provide the children with positive interaction regarding 
the content of their compositions through scheduled or 
spontaneous conferences. The content of the piece 
that the child is creating will receive emphasis over 
form. Mechanical aspects of writing such as spelling 
and punctuation will be attended to within the context 
of each child's piece, and generally only one or two 
skills which will facilitate clarity of meaning will 
be given attention at any given teacher-student 
conference. 
In addition to conferencing individually with 
students, the teacher may also provide opportunities 
for the children to participate in peer conferences 
and/or in all-class conferences. The focus in these 
sessions are for the young authors to share their 
writing and receive feedback from peers. 
Composition Process 
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The composing process is recursive in nature, not 
linear. Students do not move in an orderly fashion 
through a series of steps, but move back and forth from 
one aspect of the process to another in their attempts 
to create meaning. Terminology for the stages vary among 
theorists and practitioners, but for the purposes of 
this study, the terms of "rehearsing," "drafting," 
"redrafting," and "revision" will be used. 
Rehearsing 
The identification of a subject, the development 
of a point of view, and a determination of the audience 
are part of the rehearsal stage. Additional peer-supported 
activity involved in rehearsing may include daydreaming, 




The act of putting ideas on paper to form a message 
and/or to discover meaning is termed drafting. Students 
are encouraged to write freely without concern for 
neatness, clarity, or correctness. 
Redraftina 
Redrafting refers to that which takes place after 
the first draft has been started. During this stage, 
the student interacts with the piece by confirming, 
developing, and altering it. Redrafting behaviors may 
include starting again, crossing out portions of the 
piece, drawing arrows, inserting codes, writing on 
margins, and cutting, pasting, and stapling. 
Revision 
1rfuen children's drafts are completed, they may 
engage in editing in order to strengthen clarity, the}· 
focus on the mechanical aspects of their writing 
(spelling, punctuation, grammar, paragraphing) through 
self-editing and with peers and teachers. Revision 
checklists may be provided for students to use 
independently. 
Students may offer their compositions for others 
to enJoy. These opportunities may include the form of 
a book, magazine, play, tape recording, display, or 
bulletin board., 
Data Collection 
Methods of gathering data for the study will 
include a teacher's journal, a record of reading and 
language arts experiences, folders of student written 
work, and records of individual writing conferences. 
Teacher's Journal 
The teacher's journal will function as a means to 
record observations of children's responses to the 
literature-based composition program. This data may 
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be collected during any part of the school day; that 
is, observations will not be limited to the composition 
session solely. 
Record of Readino and Lanquage Arts Experiences 
A documentation of reading experiences with many 
genres will be recorded. The form is presented in 
Appendix A. Also recorded will be language arts skill 
lessons presented and independent learning centers 
provided. 
Folder of Written Work 
Each child will have a folder in which to store 
his/her compositions. All papers will be kept in the 
folder, ranging from a list of ideas for writing from 
rehearsals to final drafts. Due to the bulk of papers 
in these folders, students will be asked to select 
favorite pieces, at different time periods during the 
year, to be placed in a folder kept by the teacher 
on each student. Each collection will provide a 
longitudinal perspective of writing progress. 
Rec8rds of Writina Conferences 
Data from individual writing conferences with 
the teacher will be recorded on a chart (see Appendix 
B) which indicates the date of the conference, the 
completion date of the written composition discussed, 
the title of the composition which the child chose to 
discuss, the form of the composition (i.e., personal 
narrative, fictional story, poem, letter, informal 
report, content area report) and why the particular 
composition was chosen. In addition, observations 
of how the reading and language arts experiences 
(see Appendix A) are being reflected and applied in 
the child's writing will be recorded. 
Summary 
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This paper is organized into four chapters; Chapter 
One has provided the reader with a statement of the 
problem, the importance of the study, and the 
procedures of the study; Chapter Two will present a 
review of recent professional literature pertaining to 
the study; Chapter Three will discuss the implementation 
of the study in the classroom, and Chapter Four will 
provide a summary as well as conclusions generated from 
the study. 
CHAPTER II 
REVIEW OF LITERATURE 
This chapter will present recent research and 
professional literature related to a literature-based 
composition program for intermediate-grade children. 
Th2 review is categorized into five areas; nature 
of the learner, language learning instruction, 
composition, literature-supported composition program, 
and implications for program development. 
Nature of the Learner 
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In developing an effective instructional program, 
the needs of the learners should be the first 
consideration. This section will discuss characteristics 
of ten-year-old children in terms of intellectual 
development, social/emotional development, moral 
development, and reading preferences. 
Intellectual Development 
Piaget's theoretical formulations concerning 
children's intellectual development suggest that 
learning is the result of interactions with the 
environment and the growth of intellectual structures 
(Wadsworth, 1971, p. 10). Piaget maintains that the 
majority of ten-year-old children function at the 
stage of concrete operations. Children at this stage 
are able to reason and think logically, although the 
logic may be applied only to problems which are real 
and observable. Midjle childhood students typically 
move from overt trial and error experiences to mental 
problem solving (Wad3worth, 1971, pp. 89-90). 
Characteristics of children's intellectual 
functioning in the concrete operations period are 
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the ability to understand the relationship between 
successive steps (transformations), the ability to 
decenter perceptions, the ability to reverse operations, 
and the conceptual development of space, time, speed, 
and causality (Wadsworth, 1971, p. 100). Observations 
of third-grade children in the writing process indicate 
that learners in the concrete operations stage display 
an ability to plan ahead, anticipate a future time, 
and predict a reader's response to the writing (Calkins, 
1984, p. 18). 
Intellectual development is influenced not only 
through experience, but by interaction with peers and 
adults as well. Children in the concrete operations 
stage are less egocentric and as a result, are more 
cooperative in group work and display nonegocentric 
communication (Wadsworth, 1971, p. 92). 
Bruner (1966) also provides insight into children's 
intellectual development. He suggests that ten-year-old 
children develop the mental capacity to deal with 
complexities such as considering many alternatives 
simultaneously and dealing with multiple sequences 
at the same time (p. 6). 
Social/Emotional Development 
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Social and emotional responses characteristic of 
boys and girls ten years of age indicate that they are 
increasingly curious about sex, develop a sense of 
iden~ity of themselves and each other, feel pressure 
to beco~e a member of a group, deliberately exclude 
others, express prejudice, challenge the authority of 
parents, and are highly critical of siblings (Huck, 
1979, p. 35). Graves (1983) states that children at 
this age level often want everything to be perfect the 
first time through in their composing (p. 16). 
Calkins (1984) discusses the social pressures 
upon children, eight to ten years, she relates that 
peer pressure, feeling self-conscious, and the fear 
of being different are among the vulnerable aspects 
of growing up (pp. 18-19). She also says that children 
at this age level display strict adherence to rules on 
the playground, as "it is the age of 'the right way 
to play' " ( p. 18 ) . 
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Moral Development 
George (1980) describes Kohlberg's stages of 
moral development. Kohlberg maintains that the process 
of moral development involves six stages which learners 
pass through in a hierarchical manner. Each stage 
differs qualitatively from the others in terms of 
thinki~g about moral issues. Middle grade children 
typically function in the third stage of moral development. 
George describes this stage: "Right is determined by 
role expectations, concern for others and their feelings, 
loyalty, and trustworthiness with close associates. 
Approval and disapproval are strong determinates of 
what is right. The 'Golden Rule' is applied to specific 
others" (p. 58). 
Readinq Preferences 
The reading interests of children are a reflection 
of their general interests. Stories which have appeal 
for all children are animal stories, adventure and 
exploration, realistic fiction, historical fiction, 
and biographies. Qualities which children enjoy most 
in literature tend to be action, suspense, humor, and 
make-believe (Huck, 1979, p. 28). 
The books which ten-year-olds tend to select focus 
on the difficulties of growing up, conflicts with other 
people, moral dilemmas, and stories with subtle humor, 
at times based on hostility or aggression (Glazer and 
Williams, 1979, p. 40). 
Language Learning Instruction 
Historically a dilemma has existed between the 
acquisition of language and literacy instruction. 
Goodman (1977) suggests that language learning ''has 
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been so obscured by equating it with the ac~uisition of 
skills that strength is mistaken for weakness and 
instruction is often at cross-purposes to natural 
language learning'' (p. 310). He states that educators 
have ignored research conclusions about the development 
of language literacy and have instead created something 
separate from language. Children's intrinsic motivation 
to use language has been disregarded for the mastery of 
sequentially-based abstract skills (p. 311). 
Children learn language most efficiently when it 
is a purposeful and natural activity. King (1980) 
points out that children will develop literacy when 
they discover that reading and writing are meaningful 
and natural components of learning and living (p. 169). 
Frank Smith (1983a) says that if classroom language 
experiences have purpose and make sense to children, 
they will actively produce language to fulfill their 
own needs or intentions (p. 72). 
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Composition 
The composition process has recently been 
studied by many researchers. This section will discuss 
the composition process, composition instruction, and 
the relationship of the reading and writing processes. 
Composition Process 
Recent research has given new insight into the 
nature of the compositio~ process; it was formerly 
viewed as linear but is now known to be an interactive 
and recursive process (Glatthorn, 1982, p. 722). Graves 
(1984) relates that the writing process does not imply 
any set order. The process is not simply selecting 
topics, rehearsing, writing, reading, and making 
revisions; it is "highly idiosyncratic and varies 
within the writer from day to day'' (p. 146). 
Beyer (1982) suggests tnat when composing is viewed 
as a product rather than a process, the teaching of 
writing is restricted to spelling, grammar, and style. 
Teaching composition as a process involves a focus 
not on the mechanics, but on the development, organization, 
and refinement of ideas (p. 194). 
The writing process involves all that a composer 
does from the moment of topic conception to the 
completion of the piece (Graves, 1983, p. 250). 
Teachers may implement the process approach in elementary 
classrooms by sapporting the development of writers' 
workshops which are small groups of peers interacting 
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as they compose and by meeting with students in individual 
conferences during composition sessions. Both the peer 
groups and teacher conferances allow the students to 
share reasons for writing the piece, to interact with 
others regarding the content of the composition, and 
to recei"~ support as redrafts are written and revisions 
are made (Graves, 1984, p. 70). Positive collaboration 
of the student with other students fosters ownership of 
the writing process; the teacher and peers ask questions 
and offer suggestions while the child is responsible for 
making decisions regarding his/her piece (Calkins, 1984, 
p. 131). 
Composition Instruction 
Studies of educational practice clearly suggest 
that instruction in writing has been skills-oriented. 
Chew (1984a) states that students have ,had to endure 
a fragmented sub-skill approach to literacy for too 
long a period of time (p. 2). 
Contrary to skill-based writing instruction, the 
composing process approach teaches writing skills ~±thin 
the context of student writing. Kean (1983) points out 
that instruction and practice in mechanics is provided 
in composition situations when the need arises (pp. 20-21). 
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Gaskins (1982) stresses that the instruction must ste~ 
from the writing needs of the students (p. 859). Vff'}en 
a writing skill is taught to a child within the context 
of his/her composition, the skill will be better understood 
(Graves, 1984, p. 161). 
Relationship of the Reading and Writing Processes 
Research suggests that the language arts are 
interrelated processes and are less efficient to learn 
when taught in isolation from one another. Chew (1984a) 
states that reading and writing instruction for the 
most part have not been closely linked for at least 
the last three decades. While writing has been largely 
ignored, reading has predominated research efforts, 
funding, and instructional procedures (p. 1). 
Frank Smith (1983a) related that the categorization 
of the language arts is arbitrary; listening, speaking, 
reading, and writing do not involve exclusive processes 
within the brain (p. 71). Even though reading and writing 
are not separate aspects of language in a child's development, 
writing is generally not taught until children display 
competence in speaking and reading. This practice is 
related to the view of many educators that writing is 
the·1 1a~t and most challenging component of the language arts 
(p. 78). 
The relationship between reading and writing is 
both supportive and interactive. The act of reading 
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helps children to become readers and also how to become 
composers; the act of writing helps children to become 
authors and also to understand what reading is (DeFord, 
1981, p. 657). Children will realize the supportive 
nature of reading and writing as a result of varied 
experiences in which these processes are closely related 
(Goodman and Goodman, 1983, p. 599). 
Frank Smith (1983b) suggests that stude~ts learn 
to write by reading; writing ability is fostered by 
reading experiences. He maintains that by "reading 
like a writer," the learner will not only engage in 
the writing along with the author, but will also 
anticipate what the author will say (pp. 563-564). He 
stresses that children must believe in themselves as 
authors before being able to read like a writer (p. 565). 
Frank Smith (1983a) states: 
The only source of knowledge sufficiently 
rich and reliable for learning about written 
language is the writing already done by 
others. In other words, one learns to write 
by reading. The act of writing is critical 
as a basis for learning to write from 
reading; our desire to write provides an 
incentive and direction for learning about 
writing from reading. But the writing that 
anyone does must be vastly complemented 
by the communicative power that written 
language offers. (p. 84) 
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Graves (1984) relates that writing contributes to 
reading growth because "writing is the making of reading" 
(p. 65). He further states: 
When a child writes she has to know the sound-
symbol rel2tions inherent in reading. Auditory, 
visual, and kinesthetic systems are all at 
work when the child writes, and all contribute 
to greater skill in reading ••• As children 
grow older, writing contributes strongly to 
reading comprehension. (p. 65) 
In observing third-grade children in the writing 
process, Calkins (1984) observes that reading was continuous 
as the children :omposed. The children read to see and 
hear the languag ,~ they had produced, to gain momentum 
in their wri~ing, to evaluate their pieces, to edit, and 
to share their work (p. 153). 
Connections between reading and writing were also 
observed by 2outwell (1983) in her case-study investigation 
of the reading and writing processes of third-grade 
children. She shares: 
Reading was an important part of Marta's 
writing process. She zigzagged back and 
forth from writing to reading, rewriting 
to rereading. Marta the writer would pause, 
switch to Mar~a the reader, and consider 
the text. Inevitably this would lead to 
a spurt as a writer again. The writer made 
tentative decisions in constructing her 
story to convey her message. As a reader, 
she checked to see if her decisions made 
sense. If they did not, then Marta the 
writer reached for alternatives. The 
writer flowed, the reader contemplated. 
(p. 274) 
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Hansen (1983), along with Graves, studied three 
children for two years in an elementary school to 
investigate how children make connections between reading 
and writing. Results of the study indicate that children 
who share their writing with other young authors through 
comments and questions experience connections between 
the reading and the writing (p. 970). 
Literature-Supported Composition Program 
Providing children with many opportunities to 
experience literature fosters their capacity to experience 
the writing of others, to learn about the structure of 
stories, and to express themselves through writing 
(Moss, 1977, p. 537). Children's understanding of 
authorship increases when the teacher reads and 
discusses literature selections and then relates these 
experiences to students' involvement in the writing 
process (Graves, 1984, p. 65). Exposure to a variety 
of written language models will enable children to 
more clearly understand what writing is and to note 
differences among kinds of writing (Martin, 1983, pp. 
126-127). 
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Applebee (1978) concludes from his study of 
children's concepts of story, ages two through seventeen, 
that literature experiences foster the development of 
a sense of story. Brown (1977) says the developmental 
features of children's sense of story may be reflected 
in their evolving use of particular features and 
characteristics inherent i~ stories (p. 358). 
Implications for Program Development 
To facilitate language learning and growth, 
instructional programs must be based upon the way in 
which children learn. Research suggests that "the 
logic by which we teach is not always the logic by 
which children learn" (Bissex, 1980, p. 201). 
DeFord and Harste (1982) relate the importance of 
teachers understanding language and language learning. 
Due to the theoretical nature of instruction, they 
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suggest that teachers come to realize how their 
knowledge of language influences their students' 
learning (p. 593). They stress that educators must not 
accept language programs or methodologies that emphasize 
convention over language expression, lack purpose and 
meaning in learning experiences, or evaluate language 
growth through hierarchical stages of mastery. Teachers 
must support the lanJuage learning that naturally occurs 
through unrestrained exploration and interaction to 
create meaning (p. 595). 
Chew (1984b) encourages educators to recognize and 
enhance the language base of children. Teachers may no 
longer assume that children have experienced being read 
to at home, nor engaged in conversations with adults; 
therefore, teachers need to serve as models for language 
use and develop a classroom environment that provides 
opportunities for children to use the processes of 
language (p. 2). 
A dichotomy exists between educational theory and 
practice when commercially prepared materials serve as 
the basis of the language arts curriculum. Current 
instructional procedures used in many programs are 
designed according to a linear view of language 
development rather than recursive (DeFord, 1981, p. 652). 
Fragmented, skill-based language programs break apart 
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language into such small steps that it prevents 
learners from viewing the task of reading or writing 
holistically and lessens children's potential for 
intrinsic motivation towards becoming literate 
(Frank Smith, 1983a, p. 110). 
Frank Smith (1933a) further states that there is 
competition between teachers and programs for control 
of instruction. He relates: 
The decision to be made is whether 
responsibility for teaching children to 
write and to read should rest with people 
or with programs, with teachers or with 
technology. This is not a matter of 
selecting among alternative methods of 
teaching children the same things. 
The issue concerns who is to be in 
control of classrooms, the people in the 
classroom (teachers and children) or the 
people elsewhere who develop programs. (p. 107) 
An effective teacher is not one who simply follows 
the prescriptive measures in language programs, relates 
Goodman (1977). The optimally effective teacher has 
an understanding of intellectual and linguistic 
development, insight into the learner's progress of 
language acquisition and growth, ability to plan 
learning experiences, and accepts and expands upon 
each child's competence in literacy (p. 312). 
In teaching composition, the process approach is 
not a simple step-by-step method which is clearly 
outlined in packaged materials or programs, but it is 
"an exciting and dynamic way of freeing students and 
teachers to discover the joy of growing over time in 
their understanding of the writing process" (Gaskins, 
1982, p. 860). 
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Educators need to familiarize themselves with 
recent research findings regarding the composing process 
and relate this research to programs. Such programs 
allow for children to choose their own topics for 
writing, write in a variety of forms and styles, 
compose in collaboration with other student authors, 
and conference with teachers. Grammar drill and 
workbork exercises would not be a part of the program. 
Mechanics would be taught as children needed assistance 
in expressing themselves (Graves, 1984, pp. 24-25). 
Children's writing will be fostered by experiences 
with quality literature. These experiences will provide 
children with a variety of examples and forms which they 
may model in the composing process (Huck, 1979, p. 670). 
Stewig (1975) proposes that literature serve as a 
foundation for children's writing. He points out that 
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a composition program which offers a wide range of 
literature experiences will provide children an 
opportunity to be better writers as a result of 
interacting with literature selections and using them 
as models. He encourages teachers to guide children to 
thin}: about what they read at a conscious level and to 
predict the author's purposes in composing. Besides 
independent reading of literature selections, Stewig 
suggests that teachers read to children daily for at 
least twenty minutes. These oral reading sessions 
will foster improved composing as the children will 
assimilate nonconsciously their listening experiences. 
Stewig maintains that the purpose of integrating 
literature experiences with composition is for children 
to recognize the connections between reading and 
writing (pp. 20-26). 
Blackburn (1984), an elementary teacher, shares 
her experience of creating a learning environment 
which develops the s~pportive relationship between 
the processes of reading and writing. She helps the 
children build connections through discussions about 
reading and writing and by looking for similarities 
between the children's compositions and literature 
selections (p. 373). 
The implications of this research will be 
incorporated into a literature-based composition 
program and will be described in Chapter Three. 
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CHAPTER III 
IMPLEMENTATION OF THE STUDY 
34 
This chapter will present a literature-based 
composition program which was implemented in a self-
contained fifth-grade classroom. From the class, three 
students who were neither high nor low achieving among 
the group were selected for observation. These students' 
involvement in the program which was initiated at the 
beginning of the school year was studied for seven 
months. 
Chapter Three describes the goals of the program, 
the students in the study, the role of the teacher, 
the preparation for the program, the presentation of 
the program to children and parents, the students' 
responses in the composition process supported by 
literature experiences, and the evaluation of the program. 
Goals of the Program 
Several goals were cited in the development of 
the program. The major goal of the emerging program 
was to provide opportunities to extend language abilities 
through involvement in the writing process. Other goals 
were (a) children would own their writing experiences, 
(b) the content of writing would be the prirary concern 
in the composition process; within the process the 
of favorite out-of-school activities, pets, dogs and 
horses in particular, were important interests. 
Additional interests were calligraphy, playing the 
clarinet and piano, and reading Little House on the 
Prairie books. Kelley's instructional reading level 
was at the fifth grade level. 
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Jill had strong interests in friends, food, and 
socializing with her peers. She interacted with many 
children in her neighborhood and at school. Being a 
member of the group was important to Jill. Jill's 
enthusiasm for food and fun with her friends was 
evidenced in her requests and hopes for parties at 
school, home, friends' homes, Girl Scouts, and Sunday 
School. Other interests included boys, cats, stickers 
(rainbows, unicorns, anything lavender), camping, 
television, Cabbage Patch dolls, playing the flute, 
and reading books about friendship or death. Jill's 
instructional reading level was at the fifth grade 
level. 
Tom's strong interests were in dairy farming and 
sports. He was closely involved in his family's dairy 
business and showed dairy cattle at county and state 
fairs as a part of his 4-H projects. Tom was also 
interested in participating in athletics. He pursued 
this interest through reading books and magazine 
37 
articles, discussions with peers, recess activity, 
and intrarnurals in football and wrestling. An additional 
interest of Tom's was sketching. Tom's instructional 
reading level was slightly below the fifth grade level. 
Role of the Teacher 
The teacher's role in the language arts program 
was to provide a learning environment in which each 
child could own his/her writing experiences. Children 
were encouraged to interact with each other and the 
teacher during literature experiences and the writing 
process (rehearsing, drafting, redrafting, and revising). 
The teacher served as a collaborator in the writing 
process by presenting literature as models of writing 
and through support in writing workshops. Literature 
experiences were offered to children through read-aloud 
periods and accompanying discussions, at literature-based 
language centers, and independent reading times. 
Collaborative teacher support and encouragement 
was given to children as they moved through the writing 
process by meeting with them individually for conferences 
and by interacting with workshop groups. Conference 
interaction between the student and the teacher 
centered on developing the content of their pieces. 
Instruction in mechanics took place within the context 
of the:conference to facilitate the meaning of writing. 
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The teacher modeled workshop behavior as she collaborated 
with writing workshop groups. 
Preparation for the Program 
The teacher prepared for the program by discussing 
the program with administrative personnel, and with 
students' needs in mind, developing materials and 
arral1ging the classroom environrr:ent. 
Ad~inistyative Sunport 
The teacher met with the elementary principal to 
discuss the nature of the proposed writing program. 
The concept of owning the writing experience, supported 
by literature, was described. Offering the sessions 
four days a wee~, Monday through Thursday, from 11:30 a.m. 
to 12:10 p.m., was mutually agreed upon. The teacher 
also discussed the program with the reading and language 
arts coordinator =or the school district and the 
elementary media director. Both persons expressed 
interest and were willing to support the program with 
their expertise and resources. 
Classroom Environment 
The space, equipment, and materials in the 
classroom were arranged to assist in creating an atmosphere 
which fostered collaboration and offered children 
invitations to participate in and respond to language 
activity. Student desks were arranged in clusters of 
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four or five to facilitate peer interaction, bulletin 
boards were created to invite student response, a 
classroom library was established representing a variety 
of genre (folk literature, modern fantasy, realistic 
fiction, historical fiction, biographies), literature-
based language centers were offered, and a composition 
center was developed which provided composition supplies 
(pencils, pens, yellow draft paper, white final copy 
paper, scissors, tape, staplers), references (dictionaries, 
thesauruses), and a box for student writing folders. 
The teacher developed a poetry collection 
representing contemporary poetry which responded to the 
experiences of fifth-grade children. The teacher used 
the criterion offered by Harms and Lettow (1983) for 
selecting poems which is 11 
is childlike, not childish. 
good poetry for children 
• Childlike poe~ry speaks 
to young people of their interests and feelings" (p. 377). 
(See Appendix C for a bibliography of contemporary poetry 
for children obtained from Dr. Jeanne McLain Harms, 
University of Northern Iowa, at an update workshop in 
children's literature and used with her permission.) 
The poetry collection was organized into categories 
suggested by Huck (1979): 
Me, Myself, and I 
Family, Friends, Feelings 
Everyday Experiences 
Time, Weather, Seasons 
L\nimals 
Fanciful, Mysterious 
Social Commentary, Protest 
Beauty, Wisdom, Hope (pp. 325-342) 
Categorization of poetry selections allows for quick 
retrieval of a particular poem to reflect the mood or 
moment. 
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Correspondence was made with personnel at the 
school media center, Area Education Agency media center, 
and public library to reserve literature selections 
for reading aloud, independent reading, and literature-
based language centers. Bibliographies of suggested 
pieces of literature were used in planning the reading 
experiences. (These bibliographies were obtai~ed from 
Dr. Jeanne McLain Harms, University of Northern Iowa, 
at an update workshop in children's literature and 
used with her permission.) (See Appendix D for a 
bibliography of picture books for older children, 
Appendix E for a bibliography of books suitable for 
reading aloud to older students, and Appendix F for 
a bibliography of modern fantasy, realistic fiction, 
historical fiction, biography, and folk literature 
selections.) 
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Literature-based language centers were organized 
for individual stude~~s or small group activity, as 
Harms (1984) has suggested. Centers were developed 
which focused on a specific piece of literature and 
offered children opportunities to extend the selection's 
features through their expressive activity (drawing, 
pantomiming, composing, taping). Permanent centers 
which sustained children's language activity were also 
developed. These centers included a poetry center 
with reading and listening experiences, an author/illustrator 
center with examples of works and biographical information, 
a poetry forms center with explanations and examples 
of structures (haiku, cinquain, concrete poetry, 
limericks, etc.), a bookmaking center with directions 
and materials for construction, and a taping center 
for recording (pp. 7-9). 
Presentation of the Program 
to Children and Parents 
The teacher presented the literature-based composition 
program by involving the children in a discussion of 
their reading interests and favorite pieces of literature. 
Their responses reflected Huck's (1979, p. 28) summary 
of intermediate-grade children's book choices. Many 
students' responses indicated that they read narrowly 
in terms of genre and topics. In keeping with their 
general interests, Kelley liked Little House on the 
Prairie books, Jill chose books about friendship, and 
Torn enjoyed sports stories. In the discussion peer 
influence was apparent as friends often cited mutual 
interests in favorite books and authors. When one of 
Jill's girlfriends related that her favorite author 
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was Judy Blume, Jill quickly replied, ''Me too! I love 
Judy Blume books!" The student responses to literature 
were generally positive; many of the children displayed 
much interest in reading for pleasure. Kelley related 
that her mother took her and her younger sister to the 
public library frequently during the summer. Jill said 
that she rode her bike to the public library weekly to 
get books. Torn commented that he had plenty of books 
and magazines to read at home throughout the summer. 
The teacher introduced the children to a work 
written and illustrated by Chris Van Allsburg, Jurnanli. 
She introduced the story by stating, ''The characters 
in this story experience an interesting adventure while 
playing a board game." The students shared their past 
experiences with board games and offered predictions 
for possible happenings in Jurnanji. Jill's responses 
indicated numerous encounters with games of all kinds. 
After the teacher read this selection aloud, she 
encouraged the children to naturally respond to aspects 
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of the piece that were interesting to them. Kelley 
discussed the twist in the ending, and Tom thought the 
illustrations were interesting. The teacher then led 
the children to see that in addition to sharing 
enjoyable aspects of stories through discussions, they 
would have opportunities to respond to things that are 
important to them through involvement in writing 
workshops. 
Children discussed their past writing experiences, 
most of which were limited to stories and poems assigned 
by a teacher. Tom shared that in fourth grade he wrote 
haiku poetry as an assignment in reading class and found 
it was "pretty hard and not much fun." Kelley shared 
that she remembered having assignments in language 
class to write stories about pictures in her textbook. 
From their comments about composition experiences, it 
could be concluded that the children lacked experience 
with the writing process, and they viewed writing as an 
assigned task to be produced for grading by the teacher. 
The teacher explained the workshop experience 
supported by literature to the students. The students 
would own their writing experiences; they would decide 
what they would write about and how the story was to be 
written. They would assist each other in developing 
as authors through varied reading and writing experiences. 
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Activities would include listening to and reading poems 
and stories written by adult and student authors and 
composing stories of their choice. Kelley smiled as 
she learned that the topic, form, and length of each 
composition was going to be her own decision. The teacher 
also explained that in the writing workshops the students 
would collaborate with each other to learn more about 
writing. Freedom to interact with members of a 
workshop group was the "neatest part" about the sessions, 
according to Jill. Because of the "studio" atmosphere 
inherent in the writing workshop environment, the teacher 
stressed the importance of behavior conducive to effective 
workshop sessions. The children offered suggestions 
for behavior which would maintain a workshop. 
Each child received a writing folder in which to 
store his/her compositions at various stages. The teacher 
pointed out that specific information would be written 
on each side of the folder. The children followed 
directions by labeling the sides of the folders according 
to Graves' (1983) suggestions: 
Front Cover .••••••••.•• "Books I've Written" 
Inside Front Cover •••.• "Some New Ideas to Write About" 
Inside Back Cover •••••• "Skills I Can Use" 
Back Cover "Topics I I.Znow Much About" 
(p. 287) 
The purpose for each side of the folder was discussed, 
then the students were encouraged to create a list of 
familiar topics on the back cover. The students were 
told that the writing folders would be stored in the 
box at the composition center, and students at the 
beginning of each composition session were to have 
their writing folders at their desks. 
The teacher showed the students the location of 
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composition materials and supplies. She also explained 
other resources for their composition experiences; the 
class library, the school media center, and the 
sustaining literature-based language centers (poetry 
center, author/illustrator center, poetry forms center, 
bookmaking center, taping center). 
Unfamiliarity with the goals and implications 
of the writing process approach to teaching composition 
and the value of a literature-based language arts program 
necessitated providing an overview for parents. The 
teacher informed the parents of the program through a 
letter which explained the program and through discussions 
at Open House and Parent-Student-Teacher Conferences. 
(See Appendix G for a copy of the letter to parents.) 
Parents also learned of the program through their 
children and reported that much more reading and writing 
activity was being done at home. Kelley's mother 
commented that her daughter read and wrote in the 
evening before she went to bed. 
Literature-Based Writing Program 
Components of the literature-based composition 
program discussed in this section include literature 
experiences, the composition process, conferences, 
and evaluation. 
Literature Experiences 
Exposure to literature experiences representing 
different genre and different tasks on many levels 
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of meaning was the basis for the program. Each session 
commenced with the teacher reading aloud poetry and a 
picture book. 
The poems shared orally often provided opportunities 
for children to respond through their language to the 
work. Students listening to poetry selections are 
given invitations to "identify with others, gain new 
perspectives, retell stories, move with the sound of 
language, and respond to their own experiences" (Harms 
and Lettow, 1984, p. 2). 
The children's enthusiasm for poetry increased 
as a result of exposure to contemporary poetry. Their 
heightened interest was apparent as many children asked 
the teacher to re-read poems, such as Tom's request to 
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listen again to Kuskin's "Tiptoe," in Doos and 1Jraaons, 
Trees and Dreams. 
Tiptoe 
Yesterday I skipped all day, 
The day before I ran, 
Today I'm going to tiptoe 
Everywhere I can. 
I'll tiptoe down the stairway. 
1 1 11 tiptoe through the door. 
I'll tiptoe to the living room 
And give an awful roar 
And my father, who is reading, 
Will jump up from his chair 
And mumble something silly like 
"I didn't see you there." 
I'll tiptoe to my mother 
And give a little cough 
And when she spins to see me 
Why, I 1 ll softly tiptoe off. 
I'll tiptoe through the meadows, 
Over hills and yellow sands 
And when my toes get tired 
Then I'll tiptoe on my hands. 
The class members enjoyed sharing orally with the 
teacher words and phrases from "Tiptoe" that they 
remembered from prior listening experiences. 
Students frequently requested copies of particular 
poems to add to their personal poetry collections. 
Kelley asked to copy Lee 1 s "Thinking in Bed," in 
Alligator Pie. 
Thinking in Bed 
I 1 m thinking in bed, cause I can't get out 
Till I learn how to think what I 1 m thinking about; 
What I 1 m thinking about is a person to be-
A sort of a person who feels like me. 
I might still be Alice, excepting I'm not. 
And Snoopy is super, but not when it's hoti 
I couldn't be Piglet, I don 1 t think I'm Pooh, 
I know I'm not Daddy and I can't be you. 
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My breakfast is waiting. :My clothes are all out, 
But what was that thing I was thinking about? 
I'll never get up if I lie here all day; 
But I still haven't thought, so I'll just have to stay. 
If I was a Grinch I expect I would know. 
I might have been Batman, but I don't think so. 
There's so many people I don't seem to be-
I guess I'll just have to get up and be me. 
Kelley planned to memorize this poem and recite it to her 
mother after her next "wake-up call." 
Responding to a poem through movement was a natural 
activity for many of the students. Jill, an avid jump-
rope participant, was eager to have a copy of Greenfield's 
"Rope Rhyms" in Honey, I Love. 
Rope Rhyme 
Get set, ready now, jump right in 
Bounce and kick and giggle and spin 
Listen to the rope when it hits the ground 
Listen to that clappedy-slappedy sound 
Jump right up when it tells you to 
Come back down, whatever you do 
Count to a hundred, count by ten 
Start to count all over again 
That's what jumping is all about 
Get set, ready now, jump right out! 
Jill was motivated to teach this rhyme to her friends so 
that they could chant it as they jumped rope at recess. 
Sharing contemporary poetry selections fostered 
interaction and positive rapport among the members of 
the classroom. 
Phrases were frequently repeated from Greenfield's 
"Honey, I Love" in Honey, I Lo,re. 
Honey, I Love 
I love 
I love a lot of things, a whole lot of things 
Like 
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My cousin comes to visit and you know he's from the South 
'Cause every word he says just kind of slides out of his toout~ 
I like the way he whistles and I like the way he walks 
But honey, let me tell you that I LOVE the way he talks 
I love the way my cousin talks 
and 
The day is hot and icky and the sun sticks to DY skin 
Mr. Davis turns the hose on, everybody jumps right in 
Honey, let me tell you that I LOVE a flying pool 
I love to feel a flying pool 
and 
Renee comes out to play and brings her doll without a dress 
I make a dress with paper and that doll sure looks a mess 
We laugh so loud and long and hard the doll falls to the ground 
Honey, let me tell you that I LOVE the laughing sound 
I love to make the laughing sound 
and 
My uncle's car is crowded and there's lots of food to eat 
We' re going down the country where the church folks like to r:Ieet 
Honey, let me tell you that I LOVE to take a ride 
I love to take a family ride 
and 
My mama's on the sofa sewing buttons on my coat 
I go and sit beside her, I'm through playing with my boat 
I hold her arm and kiss it 'cause it feels so soft and warm 
Honey, let me tell you that I LOVE my mama's arm 
I love to kiss my mama's arm 
and 
It's not so late at night, but still I'm lying in my bed 
I guess I need my rest, at least that's what my mama said 
She told me not to cry 'cause she don't want to hear a peep 
I do not love to go to sleep 
But I love 
I love a lot of things, a whole lot of things 
And honey, 
I love you, too. 
Response to this poem was ongoing; several days after 
reading it to the class, the teacher overheard Tom say to 
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a classmate while standing in line to go to the lunchroom, 
11 Honey, let me tell you I LOY= to go to lunch. I love to 
eat a good hot lunch!" At another time, a student as she 
gathered her materials for reading class, said, "Honey, 
let me tell you I LOVE to do Skillpack pages. I love to 
do the SJ<::illpack pages! " 
The poetry selections were followed by the teacher 
reading aloud a picture book. At first Jill, as well as 
other students, expressed concern about the use of picture 
boo}(s for students their age. They thought this genre 
was more appropriate for primary-grade children. 
Exposure to quality literature experiences which reflected 
more sophisticated language use, character development, 
and levels of meaning alleviated this concern. Students' 
renewed interest in viewing, listening to, and reading 
picture books was reflected in their eagerness to know 
what book was going to be read each day, to discuss 
literature selections after the listening experiences, 
to respond to the work by engaging in expressive activity, 
and to check out picture books from the school and 
public libraries. 
Discussion of literature experiences enables students 
to respond to the author's work and to extend their 
understanding of works, and for the teacher to observe 
the students' comprehension abilities. Harms' list (1982) 
of cognitive and ~ffective tasks for each level of 
comprehension (attention, lit2ral understanding, 
interpretation, evaluation, application) which is 
given in Appendix H was utilized in experiences with 
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this group of children (pp. vii-xi). The students' 
thinking abilities were developed through using different 
comprehension tas}~s which were inherent in the pieces. 
These tasks were used in discussions and also related 
to different expressive activity (art, drama, music, 
dance), as suggested by Harms (1982, p. 50). 
Many of the picture books naturally invited 
response from the students. Offering Sylvia Fair's 
The Bedspread resulted in many children sharing orally 
their personal experiences and special memories. Kelley 
described her fond memories of the summer that she 
spent with her grandparents, and Jill recollected her 
experience of developing new friendships at Girl Scout 
Camp. Students also enjoyed opportunities to express 
their thoughts and feelings .through creating memory 
collages using many types of materials, or compositions. 
Reading aloud When the Sky is Like Lace, by Elinor 
Horwitz, encouraged response. The interesting use of 
repetition ("when the sky is like lace") and imagery 
("the velvet inside of a very old violin case," "plum 
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purple shadows") in the story motivated the listeners 
to compose their own rhymes, songs, lists, and dances. 
Miyoko Matsutani's The Crane Maiden, a unique piece 
of folk literature, offered an invitation to compose a 
sequel. Comparing and contrasting elements in this 
work with other versions of the same tale such as 
Sumiko Yagawa's The Crane Hife or Mollie Bang's Dawn 
established a background knowledge of features which 
could be used in composing their fanciful stories. 
Composition Process 
The components of the composition process were not 
presented directly to the children; they nonconsciously 
learned of the process through their natural involvement 
in creating meaning through writing. The development 
of the composition process was similar to the way in 
which children acquire spoken language (Goodman, 1977, 
p. 310). 
Rehearsal 
The writing workshop gave children opportunities 
to interact with each other throughout the composition 
process. Support from peers at the rehearsal stage 
helped students identify a subject for writing. Members 
of the workshop group in which Jill participated offered 
support for her as she first wrestled with selecting a 
topic. A workshop member suggested that she consider 
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her list of topics on the back of her writing folder. 
Jill showed her lengthy list to her workshop group and 
expressed frustration over choosing one. One student 
asked, "Well, which one are you most interested in?" 
Jill was not ready to select a topic yet~ she continued 
to think about subjects for several minutes. Finally 
she exclaimed, "Unicorns! I could write about unicorns! 
My grandma gave me a stuffed unicorn last summer and I 
could make up a story about it." Members of Jill's 
workshop group displayed mutual excitement over her 
selection of a topic. (See Appendix I for Jill's 
composition, "The Unicorn.") 
Tom also experienced difficulty in identifying a 
subject. "I can't think of anything to write," he 
muttered to his workshop group and the teacher. "I 
remember I wrote a good story once last year, but I 
can't remember what it was about." A workshop member 
replied, "Come on, Tom, there are all sorts of things 
that you could write about. How about your trip to the 
State Fair? That could be a neat story." Another 
classmate suggested that Tom write a story about the 
perils of having an older sister. The teacher reminded 
Tom that in addition to writing about things that he has 
experienced, he could utilize ideas from literature 
selections. Collaborative activity during rehearsal 
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helped Tom to recognize his options in composition. 
After several minutes of thinking, Tom decided that he 
would write about a topic he was very familiar with, 
dairy cows. 
"Dairying.") 
(See Appendix J for Tom's composition, 
At a later time, Tom did base a composition, as 
the teacher had suggested, on a piece of literature. 
He incorporated ideas from Robert Newton Peck's books, 
~' Soup and Me, and Soup for President, to create a 
modern-day story about a boy, his friend "Tree," and 
their mutual friend who was a girl. (See Appendix K 
for Tom's composition, "The Difficult Christmas.") 
Kelley's exploration of subjects for selection 
was not a frustrating experience as it was initially 
for Jill and Tom. She did not seek collaboration from 
members of her workshop group to help her think of a 
topic; instead she wrote a title at the top of her 
page and began the first paragraph. Interaction occurred 
when a workshop member asked Kelley what she was composing. 
Kelley answered, "Oh, it's going to be a story about 
a girl who gets a puppy for her birthday. At least 
that's what I think is going to happen." Conversation 
among the workshop members continued as the students 
shared their past and current experiences with pets. 
Kelley pointed out that she knew a lot about dogs since 
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her family has had a pet dog since she was a small child. 
(See Appendix:::., for Kell2y's composition, "A Girl and 
Her Dog.") 
The way in which Kelley approached the rehearsal 
process was also reflected in a scene from her story, 
"A Girl and Her Dog." Kelley writes: 
Mrs. Harrison gave them each a folder and 
some paper to write on. She told them to 
keep their stories and paper in the folders • 
• They would have a little time each 
day to work on their stories. • Jane 
started writing a story right away. Jane's 
story was called, "A Dog and a Cat Chase." (p. 57) 
Drafting 
Peer and teacher collaboration also facilitated the 
drafting of pieces. The support and encouragement provided 
through interaction with others facilitated opportunities 
to write freely. The cooperative nature of the writing 
workshop fostered a comfortable atmosphere conducive 
to composition. When Jill was working on her first 
draft of "The Phone Call," she reached an area of 
difficulty and was unable to continue writing. After 
re-reading the section to herself and thinking about 
how it should continue, she said to the members of her 
workshop group, "Listen to this part. I can't figure 
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out what to say next." After reading the portion of 
the piece that presented difficulty, her peers offered 
several suggestions. Collaboration resulted in an 
emphatic, "I got it! Thanks!" 
Close proximity of workshop members encouraged 
children to maint2in their involvement in the composition 
process. Quantity increased in importance to the members 
of the group in which Kelley was a member. One student 
in this group commented, "My hand gets so tired from 
writing fast. That's what happens when I write next 
to Linda, Kelley, and Bob." These students were very 
much aware of what page number they as well as their 
neighbors were on, and shared in each other's excitement 
of writing lengthy pieces. 
During the drafting stage, concern should be 
observed for creating meaning rather than attending to 
form. Peer and teacher collaboration helped to develop 
this approach to the composition process. Tom was 
pleased to learn that he could be "messy" in his drafts; 
he could write as fast as he wanted to and could also 
make sketches in the margins while he was thinking. 
Members of his workshop group were fascinated with 
his meaning-oriented focus in drafting and gradually 
learned to also postpone their best handwriting, correct 
spelling, and appropriate punctuation to a later draft. 
Kelley's first composition experiences reflected 
a final-draft appearance, but continued involvement 
and collaboration in the process altered her drafting 
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behaviors. (See Appendix L for an example of Kelley's 
changes in concerns for neatness and correctness in the 
evolving text of "A Girl and Her Dog.") 
It was difficult for Jill to write a first draft 
as though it were not her final copy. She was proud 
of the way her schoolwork looked and was determined to 
continue to maintain straight margins, neat penmanship, 
and correct spelling in each stage of the writing process. 
Due to Jill's first-and-final approach to drafting, 
she completed her fourth story as members of her workshop 
group were still working on their first pieces. Her 
comrnent, "Well, I just finished another one!" was not 
warmly received by her workshop group. They quickly 
responded that the number of stories didn't make any 
difference, and one child related, "It's the quality 
that counts." After pouting for several minutes, 
Jill observed the members of her workshop group as they 
wrote with continuity and centered on content rather 
than mechanics or deadlines. After several minutes, 
she took out the three pieces she had written earlier 
from her writing folder and began to look them over. 
The next day Jill began to incorporate drafting 
techniques she had observed from her peers. 
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The importance of continuous thin}dng and planning 
throughout the drafting stage was learned through 
independent and collaborative involvement in the 
writing process. Children learned through the 
experience of drafting, reading the drafts of others, 
and interactions with the teacher that the organization 
of thoughts was significant in creating meaningful 
pieces. Kelley's first composition, "A Girl and Her 
Dog" (See Appendix L), reflected a lack of direction 
in her thoughts. She began her story centering on 
the main character's excitement in receiving a puppy 
for a birthday present and the activities relating to 
the adjustments of acquiring a new pet. This primary 
focus was thwarted with tangents of the main character's 
involvement with family members, relatives, and friends. 
Kelley did not recognize a need to organize her ideas 
prior to writing until she reached a section in her 
piece which described a family reunion. At that time, 
Kelley wrote notes on a separate sheet of paper listing 
the familial groupings including names and ages of each 
relative. Her note at the top of the page read, "Limit: 
6 uncles, 6 aunts, 16 cousins." (See Appendix M for 
Kelley's notes.) She used this sheet to keep the 
59 
characters' names consistent as she composed her story. 
When Kelley reached page 73 of "A Girl and Her :=)og, " she 
decided to let the story rest and move on to a new piece. 
Before she did, however, she created a list of "Other 
Adventures to Happen" to attach to her story for 
expansion at a later date. (See Appendix N for Kelley's 
., • +-
J..lS\... of additional adventures.) 
The effectiveness of utilizing notes and outlines 
was transferred to later drafts. Prior to composing a 
story about her pet dog, Jet, Kelley created an informative 
list to use as a guideline in her composition. Categorization 
of her ideas included, "Tricks and Things Jet Knows and 
,.i\lso Things She Li lees and Dislikes," "Jet's Toys She 
Likes," and "Things She Has to Keep Her Comfortable." 
(See Appendix O for Kelley's list for her composition, 
"Jet.") As a result of organizing her thoughts in 
advance of writing, Kelley's composition was clear in 
focus and understandable for the reader. (See Appendix 
P for Kelley's composition, "Jet.") 
Ways of taking notes and creating outlines differed 
among students. Kelley preferred writing lists. Tom 
favored drawing diagrams to organize his thoughts and 
information. He wrote down names of characters and 
significant places that he wanted to include in his story, 
and then extended lines from each character or place to 
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connect with descriptive words or phrases. When a 
student in his workshop group asked him what he was 
doing, Tom's reply was, "Just getting to know more about 
the people and places in my story before I write about 
them." (See Appendix Q for Tom's mapping of information 
for his compositior, "A Three Hheel Disaster.") 
As Jill was working on her first draft of "Please 
Don't Die," she voiced her concern to the teacher and 
workshop members about her lack of knowledge about 
cancer, the subject of the story. One child described 
her neighbor's affliction with the disease, and another 
student shared scenes from a television show depicting 
a cancer patient. The teacher asked the students where 
Jill could search to locate further information about 
the topic. Sources such as encyclopedias, books, 
magazine articles, and brochures from the American 
Cancer Society were suggested. Jill immediately asked 
to go to the media center to begin collecting information 
to extend the development of her story. 
Collaboration of peers and the teacher in close 
proximity facilitated a sense of audience as the children 
drafted their pieces. Jill's anticipation of prospective 
readers was apparent in her selection of topics and in 
her eagerness to share her writing with others. Her 
peers were interested in her composition. Jill's 
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composition, "Emergency!," included as main characters, 
herself and her two best friends. She was eager to 
complete this composition in order to share it with 
her special friends. (See Appendix R for Jill's 
composition, "Emergency!") Her story, "Don't Ever Do 
That 11 was composed in response to the children's 
concern about child abduction. Jill appeared to gain 
a sense of satisfaction from creating a piece that 
the audience was eager to read. (See Appendix S for 
Jill's composition, "Don't Ever Do That.") 
Observation of Tom's involvement in drafting 
reflected that he considered an audience. He frequently 
would write a portion of a piece, read it to himself, 
then say, "Hey, would you listen to this and see if it 
makes sense?" If their response was positive he would 
go on1 if the meaning was unclear to his audience, he 
would continue to work on the section until his peers 
understood the content. 
Kelley's sense of audience was observed as she 
and the members of her workshop group collaboratively 
decided to set aside time during sessions to trade 
stories and provide feedback to each other. Kelley 
drafted with the expectation that her peers would be 
reacting to her writing the following day. 
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Redraftina 
The writing workshop environment provided support 
in redrafting experiences. In an attempt to create 
meaningful pieces, the children collaborated to confirm, 
develop, and alter their drafts by starting over, 
crossing out portions, drawing arrows, inserting codes, 
writing in margins, and cutting, pasting, and stapling. 
Due to the nature of redrafting, it can be a frustrating 
and stressful experience. Interaction within the 
writing workshop group helped children to recognize 
that the problem-solving inherent i~1 the composition 
process is a means to creating better compositions. 
Redrafting was initially viewed by Jill as 
unnecessary, as she wanted first drafts to be final 
ones. On the surface, her first drafts looked as 
though they were final copies because she was concerned 
about a neat appearance; attractive handwriting, straight 
margins, and minimal erasures. Continued involvement 
with peers as they redrafted pieces gradually altered 
Jill's view. She began to look back at her drafts 
as though they were malleable and utilized redrafting 
strategies to develop her pieces~ Jill's favorite 
redrafting strategy was to start over. If she 
recognized a need to alter her piece, she would often 
get out a new sheet of paper and proceed to recopy the 
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portions of the piece sbe liked and rewrite parts that 
required alteration. After several weeks, she recognized 
the time wasted in recopying material and soon adapted 
her best friend's "cross-it-out-and-write-above-it" 
method. 
Ton viewed redrafting as a challenging adventure. 
Workshop members in Tom's group learned from his risk-
taking and experimenting with his flexible drafts and 
his willingness to help others improve their pieces 
by engaging in redrafting behaviors. One child in 
Tom's workshop group shared, "I had written that Sarah 
was playing Twister with us, and then as I was reading 
back over my story I found out that I had written earlier 
that she had sprained her ankle. So it wouldn't make 
sense for her to be able to play Twister. Now I don't 
know what to do." Tom quickly replied, "That's no big 
deal. All you have to do is cross out this section 
here and start writing again at this part. Or you can 
rewrite the other section so that Sarah doesn't sprain 
her ankle. Either one would work." The student that 
Tom had provided suggestions for was relieved to find 
that she had options in her writing. 
Observation of Kelley during the redrafting stage 
revealed that she frequently moved back and forth between 
the processes of writing a:-i..J reading. She would write 
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a portion of a piece and stop to read it. While she 
was reading her work, she would pause and make alterations 
if needed such as adding a word or phrase, changing a 
word to a better word, or deleting a section. After 
reading the selected portion of the piece, Kelley would 
continue to write for a period of time and then 
again engage in the process of confirming, developing, 
and altering her piece. 
Revision 
In this aspect of the process, mechanical aspects 
of their pieces such as spelling, punctuation, grammar, 
sentence structure, and paragraphing were also recognized 
as being a part of conveying meaning. Students revised 
their pieces individually and then in collaboration 
with their peer and the teacher. 
Kelley displayed interest in independently 
revising her pieces. She read and reread portions of 
her compositions in a methodical manner to detect gaps 
in meaning and errors in spelling, punctuation, and 
grammar. If she was uncertain about potential errors 
she would use reference materials such as a dictionary 
or her language textbook or ask members of her workshop 
group or the teacher for assistance. 
The importance of feedback was reflected in Tom's 
workshop group. As Tom was involved in revising a piece, 
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he said to the teacher, "I'm trying to figure out if 
the reader is going to know what's going on." I-ie then 
turned to the student seated next to him and asked, 
"Would you read this part to see if it seems right?" 
After the reader responded favorably to it, Tom asked 
the two persons sitting across from him to read it. Tom 
was clearly concerned anout an external audience. 
Jill's competence in spelling, punctuation, and 
grarrunar resulted in minimal mechanical revisions in 
her pieces. She derived satisfaction from utilizing 
her talent to help students in her workshop group with 
revisions in their pieces. One member of her group 
made the comment, "Okay, Jill, this one's ready for 
you now." Jill smiled, laid the piece she was working 
on aside, and attended to her peer's selection. 
Conferences 
Collaboration between the teacher and each student 
in the present study took place approximately once every 
ten days. These teacher-student conferences provided 
the children with opportunities to share their work 
and receive feedback as their writing progressed in a 
positive and non-threatening atmosphere. Conferences 
enabled teachers to better understand the interests 
of students and their development in the composition 
process. Student ownership of the composition process 
was encouraged through child-centered interaction 
between the student and teacher. Questions asked by 
the teacher to help the student clarify and evaluate 
the work were broad and open-ended which allm·red the 
student to assume responsibility for the agenda and 
direction of the conference. 
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The predictable structure of the conferences 
appeared to alleviate student's insecurity and enhanced 
their ability to focus on extending their composition 
abilities. Kelley appeared very nervous at her first 
conference; she wanted to make a good impression for 
her teacher, but wasn't sure what to expect. She seemed 
to relax after the teacher asked, "How do you feel about 
your writing, Kelley?" She appeared relieved to have 
been asked a question which she could answer. 
Jill, in her first conference with the teacher, 
assumed ownership of the experience as she stated, 
"This is really fun to write about anything I want to. 
At first I wished that you would just tell me what to 
write because then I didn't have to worry about picking 
out a good topic. But now I know that whatever I pick 
is okay! I like it this way." The teacher then as1<:ed 
Jill where she was in her writing. She quickly pointed 
to the last sentence she had completed in her composition 
about unicorns and said, "See, right here." Hhen the 
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teacher asked her to expand on her progress, Jill shared 
her partially completed story and her plans for its 
continuation. Jill's final question, "When do we get 
to meet again?" was an indication to the teacher that 
it had been a successful conference. 
Tom appeared to display confidence when he met 
individually with the teacher. At his initial conference, 
he chose to discuss his progress in his cc~position 
about dairy farming. As he described his topic, he 
recognized that the teacher 1 s knowledge of dairy cows 
was minimal. He was delighted to share his extensive 
background with his teacher. He remarked, "You should 
come out to our farm, Miss A! I could show you around!" 
At another time, Tom's first cornment at the conference 
was, "I need to quick write a couple more words first 
before we start." Hhen he finished, he initiated the 
direction of the conference by stating, "Okay, I know 
that this is the part that needs some work. I'll read 
it for you." As Tom read this portion of his piece, 
he crossed out and added words independently. 
Asking children to share their progress in the 
writing process and their feelings about this experience 
freed children to interact with the teacher. The children 
knew that whatever concerns they had or help they 
needed could be discussed at the conference. Examples 
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of Jill's questions were, "Hhat, actually, is a paragraph?" 
and "How can I find more i:1formation about cancer for 
my story?" Kelley discussed whether or not she should 
change the title of her story and if it was okay to 
begin a new story without finishing the one she had 
been working on. Tom indicated concerns about how to 
write good leads and what character traits were because 
a member of his workshop group talked about using them 
in his story. 
Children appeared eager to conference individually 
with the teacher concerning their writing. Kelley ·was 
absent from school and missed her scheduled conference. 
The note that Kelley brought to school the next day 
from her mother explaining her absence related that 
Kelley was concerned about missing her conference and 
requested a make-up time. Jill, along with her friends, 
would frequently consult the conference schedule to 
make sure that neither band lessons nor computer sessions 
would interfere with their upcoming conferences. Tom's 
positive attitude and active involvement in conferences 
with his teacher seemed to indicate that he too looked 
forward to teacher-student conferences. 
Teacher-student conferences also provided opportunities 
for individual skill instruction. Students who needed 
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to develop a skill which would assist in conveying an 
idea more clearly in their compositions were given 
instruction within the context of the conference. Tom 
had composed a piece consisting of character dialogue, 
but did not }::now how to use quotation marJ<:s. When the 
teacher suggested that he might use quotation ~arks to 
show the speech of the characters, he replied, "Yea, 
I want to!" 
Students also conduc~ed writing conferences with 
me~bers of their workshop groups. As the year progressed, 
students became more adept in using these sessions to 
facilitate their writing. At first students were unfamiliar 
with what to listen for and what types of questions to 
ask or comments to make. Tom shared a portion of his 
piece, "Dairying," during a peer conference. When he 
asked for feedback, the members of his workshop group 
had no questions or specific comments to make. One 
child responded by saying, "That was real good, Torn. 
You don't need to change anything. Who's going to 
read next?" To ensure productive sessions the teacher 
needed to intervene and make suggestions. The teacher 
also modeled appropriate behavior during teacher-student 
conferences. 
Class conferences provided opportunities for 
children to share their pieces with the entire class 
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and receive positive feedback. The first class conference 
took place during the third week of the program which 
allowed the students ample time to become comfortable 
with sharing their writing with others and understanding 
the nature of responding to a composition. This experience 
was optional for students. Two students, accustomed 
to peer approval and confident of writing ability, 
volunteered to share their pieces at the initial class 
conference. Their peers responded favorably with 
specific, positive comments such as, "I liked the way 
you made the characterE seem real," and "The way you 
described that haunted house made me feel like I was 
there." Tfhen students realized that sharing a piece 
with the entire class can be a rewarding experience, 
they were encouraged to offer their compositions at 
later dates; the following week, both Jill and Tom 
shared their pieces, Kelley shared hers three weeks 
later. 
Evaluation 
The goals of the literature-based composition 
program were to foster children's motivation to 
participate in language activity and to develop 
children's writing abilities. This section will 
discuss the evaluation of the three children's growth 
in writing. Response to the program from students, 
parents, colleagues, and administration will also be 
described. 
Student Involvement in Lanauage Activitv 
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The children of the study appeared to demonstrate 
an increased desire to participate in language activities 
as a result of observing their involvement in read-aloud 
sessions and accompanying discussions, writing workshop, 
literature-based language centers, and independent 
reading. 
Kelley, at the beginning of the school year, 
displayed on-task behavior during listening, reading, 
and writing experiences. She attended to pieces of 
literature presented in read-aloud sessions and in her 
independent reading and engaged in sustained independent 
writing during workshop sessions. Verbal responses to 
literature selections, interactions in her workshop 
group, and participation at language centers were 
minimal. Kelley rarely engaged in any form of speaking 
with her peers or the teacher. As the year progressed, 
Kelley gradually became more involved with peer activity 
and as a result, became much more free in oral language 
activity. 
At the beginning of the school year, Jill's 
interest in reading was apparent through her discussions 
of her many activities at school and at home. She 
appeared to display particular interest in listening 
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to the teacher read aloud, participating in literature 
discussions and follow-up activity, working with peers 
and language centers, and collaborating with members of 
her workshop group. Jill was certain at the beginning 
of the program that writing was not an enjoyable activity. 
She altered this view as she became involved in the 
writing workshop which also facilitated her desire to 
socialize. She related, "I think it's really fun to 
write. Hri ting worJ~shop is my favorite class! " Her 
involvement in writing activity was apparent in the 
increasing length and number of compositions she created 
as the year progressed. 
Observation of Tom's involvement in the processes 
of language seemed to indicate an interest in both 
reading and writing at the beginning of the school 
year. He appeared motivated to listen to and discuss 
literature selections offered by the teacher, experiment 
with language activity at the literature-based language 
centers, and interact with peers and the teacher in 
writing workshop. Continued observation of Tom over 
the time of the study indicated that he increasingly 
read more frequently and from different genres, extended 
writing activity to other topics besides home and school 
experiences, and explored the use of different forms of writing. 
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Student Growth in Writina 
Over the seven-month period, the three students 
who were chosen for the study grew in composition ability. 
Two pieces of writing from each of these children were 
chosen for analysis. 
The criteria used to evaluate children's writing 
growth were adapted from Graves' (1983) study of 
variability in children's writing. He collected pieces 
of work from two children over a two-year period of 
time, and evaluated the quality of each piece according 
to this criteria: use of information, organization, 
and language toward meaning (p. 258). 
Characteristics which suggest low ability in use 
of information in writing include (a) generalized 
statements which lack supporting evidence, (b) incomplete 
cause and effect relationships, (c) significant gaps in 
sequence, and (d) lack of description. High-ability 
characteristics in use of information include 
(a) generalizations supported with specific examples, 
(b) sound cause and effect relationships, (c) complete 
sequence of events, (d) information selected for focus, 
and (e) descriptive details (Graves, 1983, p. 259). 
Low ability in organization in writing is 
characterized by statements which appear to have been 
made randomly, in other words, as the ideas came into 
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the w:::-iter's mind. Organization in writing which suggests 
high ability includes (a) logical categorization of 
objective compositions, (b) main idea statements 
succeeded by supporting information, (c) chronological 
order of narratives (unless the meaning of the piece 
necessitates something varietal), and (d) causes followed 
by effects; statements followed by reasons and interpretation 
(Graves, 1983, p. 259). 
Attributes of writing suggesting low ability in 
language use include (a) lack of figures of speech, 
(b) existence of only simple sentences, and (c) poor 
use of mechanics. High-ability language characteristics 
are (a) use of figures of speech (similes, metaphors, 
analogies), (b) use of rhyme, (c) existence of simple 
and complex sentence structures, and (d) observation 
of mechanics (Graves, 1983, p. 260). 
Analysis of Kelley's Writing 
The two pieces of Kelley's writing which were 
selected for analysis were "A Girl and Her Dog" (see 
Appendix L), composed at the beginning of the school 
year, and "Jet" (see Appendix P), written five months 
later. The following paragraphs describe Kelley's 
growth in use of information, organization, and language 
toward meaning. 
Use of Infor~ation. Analysis of "A Girl and Her 
Dog" revealed a use of gE~neralized statements which 
lacked supporting evidence, such as, "The pet shop 
owner told the. that Trouble's name was Trouble 
and that Trouble was mischievous." No examples nor 
anecdotes were given to explain the dog's mischievous 
nature. 
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Kelle:y' s wide selection of information in "A Girl 
and Her Dog" appeared to interfere with the focus of 
the piece. Information about the main character's 
relationship with her dog and her descriptions of 
involvement with immediate family members, other relatives, 
and friends were given equal weight. Kelley described 
one of the main character's many activities which lacked 
any connection to her dog. "Jane and her cousins went 
back upstairs and played Jane's new game called Uno. 
They played five rounds and then took it downstairs and 
everyone played five rounds." 
Observation of Kelley's composition, "Jet," appeared 
to suggest that growth had taken place in her ability 
to use information in her writing. She supported 
generalizations with specific information as suggested 
in the following paragraph. 
Jet is my dog. She knows many tricks. She 
is also very smart. A few of the things 
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she kn01TS are how to stand pretty, • +-Sl .._ 1 
sit pretty, drop, get in her basket, go get 
an object, get on her rug, lay do,m, respond 
to her name, come when she wants a treat, 
and speak for a treat. 
Information selected in "Jet" maintained focus 
on a unified idea; sentences within paragraphs pertained 
to the main topic of the piece. 
Detailed description was apparent in "Jet." For 
example, Kelley described Jet's interactions with 
people. "Jet makes friends very slowly. First she 
barks at anyone who comes in the driveway. Then she 
makes friends by smelling people. She also likes to get 
a lot of attention by whining, coming upstairs, barking, 
and rolling over." 
Oraanization. The organization of Kelley's composition, 
"A Girl and Her Dog," seemed to suggest that the story 
was created in a random fashion. The sequence of ideas, 
though logical in order, seemed to have been composed 
as she thought of them, ra~her than through advanced 
planning. For example, I<elley described a segment from 
the main character's birthday. 
After about an hour she came down and went 
outside with Trouble until her mother called 
her for supper. For supper they had steak, 
peas, corn, cottage cheese, milk, and ice 
cream, cake and cupcakes and cookies. 
After supper everyone went outside and 
played games. Then they came in and pla)ed 
games. Then Jane went upstairs with Trouble 
and the men went out to look at the garden 
and the women knitted. 
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Kelley's composition "Jet" indicated improvement in 
organization. The content of "Jet" was organized into 
logical categories; eac~ paragraph described a unique 
feature of the dog (tricks, likes/dislikes, play areas, 
vacations, grooming, interactions with people, interactions 
with animals). Supporting evidence followed the main 
idea statement for each paragraph in "Jet." 
Jet also has things she likes and dislikes. 
She likes to be petted and told that she is 
a good dog, she dislikes being put in the 
garage at night, she dislikes being spanked, 
she likes to get to know other people by 
sniffing them, and she will also be your 
friend if you take it easy. 
Kelley provided reasons to substantiate her statements. 
An explanation was given for including Jet on trips to 
visit relatives. "He take her with us for two reasons: 
One is that they live on a farm. The second reason is 
that they have a dog the size of Jet. 
rr;y cousins' dog." 
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So she plays with 
Language Toward Meaning. The structure of Kelley's 
sentences in "A Girl and Her Dog" were similar in format 
and length. "Later her parents went downtown and left 
Jane with a babysitter. They walked into the pet store 
and looked around and spotted Trouble. Trouble jumped 
up and down barking happily. Jane's parents asked how 
much Trouble was." 
Sentence variety was observed in "Jet." Both simple 
and complex sentences were used in this composition. 
Just the other day we started teaching her 
to sit on the step in our garage when we 
drive the car in and out of the garage. 
My dad said she's smart but not worth 
anything. Oh well! That's okay. I still 
love her and think she's a super dog! 
Analysis of Jill's Writing 
The two selections from Jill's writing activity 
which were chosen for analysis were "The Unicorn" 
(see Appendix I), written at the beginning of the 
program, and "The Phone Call" (see Appendix T), composed 
during the sixth month. 
Use of Information. Jill's writing sample, 
"The Unicorn," reflected use of general statements 
which lacked specific information. No supporting 
examples were given in this portion of her piece. 
One day I met this unicorn. It was so pretty 
I named it Glitter. I asked him if he had 
anybody to play with. He said he did not. 
So I played with him. We had a very fun 
time. I rode on his back for about an 
hour. Then it was time for him to go home. 
Cause and effect relationships were unclear in 
"The Unicorn." }\.n explanation for why the unicorn had 
to leave was not given in this part of the story. 
Glitter looked very sad. I asked him what 
was wrong. She said, 11 He are going to move 
tomorrow so I won't get to see you." I 
started to cry. Glitter said she would 
remember me for as long as she lived. 
Important gaps of information were observed in 
"The Unicorn." Jill did not provide a description of 
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the special relationship that the main character developed 
with the unicorn. 
I was walking along and I saw Glitter. I 
said that I was so happy to see him and 
I gave him a big pat on the back. We had 
a really fun time that day. I said that I 
would probably see him tomorrow. 
Analysis of "The Phone Call" indicated growth in 
Jill's ability to include specific information in her 
writing. Statements were supported with additional 
information. 
I told her that I was going out to play 
in the snow •.•• There wasn't enough 
snow to make a tunnel but I made a snowman 
just my size. I put jelly beans for eyes, 
a carrot for his nose, and a piece of 
licorice for his mouth. 
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The development of cause and effect relationships 
in "The Phone Call" were complete. Jill described the 
effect of giving a stranger her address over the telephone. 
So I gave him my address. When he got 
there he looked very strange. When I was 
watching T. V. he came dmm and grabbed 
me. I let out a big scream and called for 
my mom and dad but no one was home. 
so scared. 
I was 
Jill presented a complete series of events in 
"The Phone Call." She described the sequential nature 
of being kidnapped and then later discovered. 
Then he took me to his house and put me in 
a closet so nobody would find me. Soon the 
police and everybody were looking for me. 
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When they came to the man's house he said 
he didn't even know about it. I tried to 
scream but he had a piece of cloth over 
my mouth. I was so scared I didn't feel 
good and I was crying. Then they searched 
some of the houses a second time. Then 
finally they came to the man's house again. 
They started searching the house. They 
looked in the closet and there I was 
squished in with a bunch of other stuff. 
Orcanizaticm. Jill's statements in "The Unicorn" 
suggest that she created her ideas for the story in a 
random manner. Jill's train of thought about the 
unicorn seemed to be diverted when she included information 
about the weather. 
The organization of "The Phone Call" was chronological. 
A time-order sequence was followed as three consecutive 
days in the life of the main character was described. 
The events of each day were presented in a logical 
manner. 
After school was over I went over to Jennifer's 
house to play. We made a small tunnel for 
us to play. We played in it for two hours. 
Soon we got.very bored so we went inside. 
We were still bored so her mom took us to a 
restaurant to eat lunch. 
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Language Toward ~eanina. The anal::sis of II The 
Unicorn" indic::i.ted that Jill primarily used simple 
sentence structures. Lack of variety in length and 
complexity is illustrated in these sentences. "It had 
a pretty silky tail. It had a very shiny mane and a 
very long horn. Its' body glittered when it was towards 
the sun. One day I met this unicorn." 
Variety in language was apparent in the later 
composition, "The Phone Call." Jill conveyed meaning 
through her selection of words and sentence structures. 
"I got into my nice warm pajamas and had two cups of 
hot chocolate. That tasted so gooooooooood! 
was time for bed." 
Analvsis of Tom's Writing 
Then it 
The two examples of Tom's writing which were 
selected for analysis were "Dairying" (see Appendix J), 
his first composition, and "Ghost Town" (see Appendix U), 
composed five months later. 
Use of Information. The analysis of "Dairying" 
revealed gaps in sequences of information. Explanations 
of some aspects of dairy farming lacked connective 
information, as in his description of breeding. 
Some people have their own bulls. They 
just put the bull in the pasture with the 
in-heat heifer or cow and he will breed her. 
Some bull semen places ta~e semen out of 
live bulls and breed with it but they have 
to put it in a freezing cold tank so it 
keeps cold. Some places have a class for 
about a week to learn how to breed a cow. 
Detailed descriptive information was also absent 
in portions of "Dairying." Tom incorporated general 
statements in his discussion of dehorning calves. 
"When they are little calves you dehorn them. You want 
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to cut just a little bit of skin so it looks good. Then 
you pour some stuff on it so it will not get infection or 
bugs." 
Tom's use of information in "Ghost Town" suggested 
growth in this area. A complete series of events was 
apparent in his description of the events preceding and 
during the Ghost Town adventure such as his arrival 
at Ghost Town. 
When I woke up the next day I met the man 
at Dead Man's Corner. I got on the three-
wheeler and we took off. I looked down and 
saw that we were going 110 miles per hour. 
We got to the edge of the town and I got 
off and the old man took off with the 
three-wheeler wide open and in a minute he 
was gone. 
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The sequence of events continued as Tom wrote about the 
main character's initial observations of the deserted 
town. "I started walking into town and there ·was a 
building that said on it Town Hall. Some of the windows 
were boarded up and sone were covered with sheets. But 
the door was open." 
The analysis of "Ghost Town" indicated the use of 
detailed description. For example, Tom selected specific 
information in his explanation of the Tmm Hall. 
I looked inside and saw that there was a 
long hall with doors on both sides and at 
the end of the hallway there was a door. 
It said Stay Out. On top of the doorway 
there was an old sign but the sign was 
too dusty to read. 
Oraanization. Tom appeared to create meaning in a 
random fashion in his composition, "Dairying." In his 
description of showing cattle, Tom's sequence of statements 
appeared to jump from one idea to another without adhering 
to a logical sequence: 
When you show a dairy cow you want to have 
her utter full of milk. You should utter 
her for about 12 hours! When you show a 
heifer you want to have her legs back when 
you set her up. When you show a cow you want 
to have her right leg forward and her left 
leg back ·when you set her up. Hhen you show 
dairy you want to lead the heifer or the cow 
slow with their head held up high. If the 
cow or calf has a back that sticks up higher 
than her rurnp you sho~ld pinch it down when 
you set her up. 1·Jhen you are showing you 
want to lead your cow the best and you always 
want to keep an eye on the judge. 
85 
The main ideas for paragraphs in "Dairying" also 
appeared to be chosen as they occurred to Tom. The order 
of paragraph topics was (1) a physical description of a 
dairy cow, (2) the showing of a dairy cow, (3) the 
birthing process, (7) the milking process, (5) dehorning 
calves, (6) the breeding process, (7) the description 
of the milk house, and (8) the description of other 
farm structures. 
The analysis of "Ghost Town" revealed logical 
organization. The events in the story appeared to have 
been developed in advance of writing. Tom began the 
story by setting the stage for the adventure: "Once 
I was dared to go into the old town named Horrorville. 
It's deserted. I've heard weird things happen there 
but the bet was two-thousand bucks to stay for a day 
and a half." 
The paragraphs that followed were organized in 
chronological order. The sequence of events desc~ibed 
in the adventure were elaborately conceived. 
I got out my flashlight and turned it on. 
I loo}ced down to my wa t.ch and it was five 
ninutes 'till midnight. Then I saw a sign. 
It said Jail. I looked back at my watch 
and it was midnight. I heard a bunch of 
weird noises so I ran in the jail house 
and put a chair against the door ~andle so 
it would stay shut. I went back in the 
cell and put my sleeping bag on the cot. 
Lanauaae Toward Meaning. Tom used poor mechanics 
and unclear syntax in the piece "Dairying." Examples 
included: 
She has a skin bag like thing between her 
back legs .called an utter the utter has four 
teets on it the teets are where the milker 
fits on the cow. . Hhen you are showing 
you want to lead your cow the best you always 
want to keep an eye on the judge .•.• If 
anything is wrong with your cow you want to 
try to correct it like if she has a weak spot 
on her back you should leave some hair there 
maybe comb it so it sticks up. 
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Fewer mechanics and syntax errors were present in the 
piece 11 Ghost Town." 
Resnonse to the Program 
The effectiveness of the program was further 
substantiated by the positive responses of students, 
parents, teachers, and the elementary principal. 
Student Responses 
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Students' reactions to the program were enthusiastic. 
Kelley commented, "I really like writing workshop time. 
I get ideas when I write and can hardly wait to get them 
down on paper." Jill remarJ<::ed, "I like writing this year. 
It's exciting! I get to write about what I want." Tom's 
response to involvement in the sessions was, "Writing 
workshop helps me to write and read better, and it helps 
my handwriting. I like having a nice long time after 
reading to think and write." 
Additional comments made by students were: 
1. "I like writing workshop because it is fun to 
write stories." 
2. "We can write about anything we want, and we 
can cross out instead of erase." 
3. "I like getting a chance to write just for fun 
and not as an assignment." 
4. "I like it that it's not just adults that can 
write. Kids can write, too." 
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5. "I get to be in charge of what I do with my 
writing. I can start a new story when I want to. I can 
learn how to write neat stories." 
6. "I'm glad I get forty minutes to write stories 
because a lot of times I don't have time at home." 
Parent Pesnons2s 
The general concensus among parents was that their 
children's interest in reading and writing at home had 
increased and attitude towards language activity at 
school had improved after the program was initiated. 
Kelley's mother reported that her daughter's involvement 
in composition had become a family activity. Her mother 
typed the final copy of "Jet," and Kelley's uncle took 
several Polaroid snapshots of her and her dog to accompany 
the story. One parent, a primary teacher at another 
school, shared that her son asked her if she had writing 
workshops in her classroom. Upon learning that she did 
not, he commented, "Well, you should. It will really 
help your kids learn to read and write better." Another 
parent reported that her son kept getting ideas for 
stories in the middle of the night but couldn't remember 
what they were in the morning. She and her son solved 
the problem by placing a pencil and notepad at his 




Interest among colleagues in learning about the 
literature-based composition program grew as the year 
progressed. A fifth-grade teacher in an adjoining 
classroom made this comment in the middle bf the school 
year, "My students keep talking about how your students 
get to have writing workshops. They think they should 
have them too. Could you tell me more about it and 
perhaps help me get it started in my classroom?" We 
met to discuss the theoretical base and ways to implement 
the program. After introducing the program to her 
students, my students collaborated with her students in 
workshops to introduce them to the process. This 
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arrangement was carried out in three sessions. 
A sixth-grade teacher also inquired about implementing 
this type of program in her classroom. She borrowed 
references which were used in developing the program. 
Two other teachers expressed interest in learning more 
about the literature-based composition program for the 
possible implementation of it in their fifth- and 
sixth-grade classrooms the next year. They were 
interested in reading professional materials pertaining 
to the program during the summer months. 
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Adrinistrative Response 
The elementary principal responded positively to 
the program. He based his judgments of the program on 
observations of children actively involved in using the 
processes of language, the student growth in writing 
based on the analysis of tneir compositions, and favorable 
comments from parents. 
Chapter Four will provide conclusions derived from 
the implementation of a literature-based composition 
program in a fifth-grade classroom. 
CH'"Li,.P~ER IV 
CCNCLUSIO~S OF THE STUDY 
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Recent studies suggest that children develop as 
writers through involvement in the composition process 
supported by literature experiences. This chapter will 
present conclusions derived from the implementation of 
a literature-based co~position program in a fifth-grade 
classroom. Three stildents were selected to focus upon 
in this study. 
Information Gained from the Study 
Observations of students' responses indicated that 
ownership of the composition process is enhanced by 
allowing children to respond naturally in reading and 
writing experiences. c~ildren eagerly accepted ownership 
when they were able to respond to feelings and experiences 
which were important to them. Students' sense of control 
over their compositions was developed as they made 
decisions in the different aspects of the writing 
process (rehearsing, drafting, redrafting, revising). 
Students' ownership of their work extended to 
other areas of the curriculum. The art teacher shared 
that following a lesson on painting with watercolors, 
several students chose to use their own ideas in the 
painting process. They rejected her suggestions for 
improving their work. Students made comments such as, 
"This is the way I want my bird to look," and "Thanks 
for the suggestion, but I like it the ~,iay it is." 
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Students were able to focus on a topic of interest 
over a period of time. Kelley sustained activity on 
"A Girl and Her Dog" for five wee}cs while a member of 
her workshop group continued work on a piece for two 
months. These children also worked on other composition 
pieces during this time. Even though some students 
sustained interest in a composition over a long period 
of time, not all of their pieces were completed. Children 
chose whether to delay activity on pieces after drafting, 
to alter their pieces through redrafting, or to continue 
working through the revision stage. 
Risk-taking in language activity increased as the 
year progressed. Students explored and experimented 
with a variety of forms, techniques, and features of 
composition that were modeled in pieces of literature. 
Peer support seemed to encourage indepth involvement 
in the writing process. Students helped each other find 
meaningful topics for composition, stay on task while 
drafting, and develop strategies for redrafting and 
revising. The influence of peers in the writing workshops 
fostered a sense of audience in the students as they 
rehearsed, drafted, redrafted, and revised their pieces. 
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Anticipation of future readers and listeners developed 
a need to write with clarity and meanL-::.g. 
The teacher's role as a collaborator in the language 
program facilitated children's natural response to 
reading and writing experiences. The teacher offered 
listening, viewing, and reading opportunities based on 
the interests of fifth-grade children, encouraged student 
response to the experiences, and provided support and 
encouragement for children throughout their involvement 
in the composition process. 
The provision of a classroom environment which 
offered children numerous opportunities to participate 
in language activity fostered children's involvement in 
language. Students eagerly chose reading and writing 
experiences which were provided at the literature-based 
language centers and classroom library. 
Children experimented with vehicles for expression 
other than written composition. Activities springing 
from literature experiences provided children with 
opportunities to express themselves through art, music, 
drama, and dance. 
Types of children's writing diversified. Transactions 
with literature and with peers provided children with 
a variety of ideas and options for their compositions. 
Stories written at the beginning of the study were 
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primarily personal narratives. As the year progressed, 
different types of writing (poetry, fanciful stories, 
plays) were observed. 
Students' experiences with literature were extended 
through read-aloud sessions and related discussion in 
which students were encouraged to respond naturally to 
the work and to relate to higher level tasks. Children 
also had opportunities to respond to literature in the 
learning centers through composition activity and other 
expressive modes such as art, drama, music, and dance. 
Experiences with literature and language arts were 
expanded to other areas of the curriculum. In the social 
studies and sciences, children had opportunities to read 
many genres in their study of a topic and to react to 
their reading activity through many types of composition. 
Parental involvement in their children's language 
activity increased during the period of the study. 
Discussion with students and parents revealed that many 
families collaborated with these students as they read 
and wrote at home. 
Areas for Future Program Development 
Observations of the students' growth in the literature-
based composition program supported the continuation of 
the program in the next school year. Opportunities in 
the present study to learn from children's responses to 
literature experiences and the composition process 
provided the teacher with a background for extending 
the emerging program in upcoming years. 
The teacher plans to make more extensive use of 
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the close connections of the comprehension and compositic~ 
processes. Students can extend their comprehension 
abilities through listening to/reading their own compositions 
as well as quality literature experiences. In 
listening to/reading literature pieces, students will be 
encouraged to read like a writer, in other words to make 
note of how authors created meaning. A large bloc]( of 
time each day will be provided to facilitate the 
comprehension-composition processes. The daily schedule 
will not be divided into separate periods such as 
reading period and writing period. 
The evaluation of student writing will be extended. 
Each child will compose a piece during the first week 
of school to be used for initial analysis of mechanics. 
Follow-up instruction will be provided based on each 
child's needs. Progress in use of mechanics will be 
recorded and shared with students and parents. 
The functional use of writing will be fostered 
through increased opportunities for utilizing other 
modes of written and oral composition in the other areas 
of the curriculum. In addition to writing stories and 
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poetry, students will be encouraged to express themselves 
through composing invitations, letters (thank-you, 
frie~dly, business), reports, news articles, editorials, 
and plays. 
Literature experiences will be expanded across the 
curriculum. Units of study in the social studies and 
sciences will be supported with many types of literature 
to facilitate interest and in-depth thinking. 
Opportunities for students who experience difficulty 
writing will be extended. The teacher will invite these 
students to dictate their stories into a tape-recorder 
or to a more able student. 
The teache~ will encourage colleagues to consider 
implementing a literature-based composition program in 
their classrooms. Extending the program vertically 
across grade levels will facilitate children's natural 
involvement in language and long-term growth in writing. 
Parent involvement in the program will be extended. 
The teacher plans to invite parents to learn about the 
program through a class meet~ng at the beginning of the 
year. The activity for this meeting will be a writing 
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1977. 
hron, Virginia Olsen, compil. Sunset in a Snider Web. New York: 
Hol~, Rinehart and Winston, 1974. (Sijo poetry, an ancient Korean 
form) 
Belting, Natalia. Our Fathers Had Powerful Songs. New York: E.P. 
Dutton and Company, 1974. (American Indian) 
Blegvad, Lenore, compil. This Little Pig-A-Wig. New York: Atheneum, 
1978. 
Bodecker, N.M. Let's Marrv, Said the Cherrv. New York: Atheneum, 
1974. 
Brewton, Sara, John E. Brewton, and G. Meredith Blackburn, III. My Tang's 
Tungled. New York: Thomas Y. Crowell Company, 1973. (Tongue twisters) 
~usley, Charles. Figgie Robbin. New York: Walker and Company, 
1973. 
Ciardi, John. Fast and Slow. Boston: Houghton Mifflin Company, 
1975. 
Clymer, Theodore. Four Corners of the Skv. Boston: Little, Brown and 
Company, 1975. (American Indian) 
Cole, William compil. A Book of Animal Poems. New York: Viking 
Press, 1973. 
Oh, Such Foolishness! illus. Tomie de Poala. Philadelphia: 
J.B. Lippincott Company, 1978. 




Pick He I.}_£. New York: Macmillian Publishing Company, 1972. 
Fisher, Ai12en. Mv Cat Has Eves of Saophire Blue. New York: Tho:nas Y. 
Crowell Company, 1973. 
Fowke, Edith. Ring Around the Moon. Englewood Cliffs, N.J.: Prentice-
Hall, 1977. (Songs, tongue twisters, riddles, and rhymes) 
Froman, Robert. Seeing Things. New York: Thomas Y. Crowell Company, 
1974. (Concr-ete poetry) 
Gardner, John. A Child's Bestiarv. New York: Alfred A. Knopf, 1977. 
Greenfield, Eloise. Han2v I Love, illus. Diane and Leo Dillon. New York: 
Thomas Y. Crowell Company~ 1973. (3lack poetry) 
Grines, Nikki. Something on My Mind, illus. Tom Feelings. New York: Dial 
Press, 1978. (Black poetry) 
Haberman, Mary Ann. Bu2s. New York: Viking Press, 1976. 
The Raucous Auk. New York: Viking Press, 1973. 
Holman, Felice. I Hear You Smiling and Other Poems. New York: Charles 
Scribner's Sons, 1973. 
Hood, Flora, compil. The Turquoise Horse. New York: Alfred A. Knopf, 
1974. (Black poetry) 
Hopkins, Lee Bennett, compil. Moments. New York: Harcourt Brace World, 
1980. 
Houston, James, compil. Songs of the Dream People. New York: Atheneum, 
1972. (American Indian) 
Hughes, Ted. Season Songs. New York: Viking Press, 1975. 
Kennedy, X.J. One Winter Night in August. New York: Atheneum, 1972. 
Kherdian, David. Country Cat City Cat, illus. Nanny Hogrogian. New 
York: Four Winds Press, 1977. 
Kherdian, David, compil. The Dog Writes on the Window With His Nose, 
illus. Nancy Hogrogian. New York: Four Winds Press, 1977. 
Kuskin, Karla. Anv Me I Want to Be. New York: Harper and Row, 1972. 
Near the Window Tree. New York: Harper and Row, 1975. 
Larrick, Nancy, cornpil. Crazv To Be Alive. New York: M. Evans and 
Company, 1977. 
Lee, Dennis. Alligator YJ~. Boston: Houghton Mifflin Company, 1975. 
Livingston, Myra Cohn. Callooh! Callav. New York: Atheneum, 1978. 
(Holiday poems) 
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___ , cornpil. Poems of Christmas. New York: Atheneum, 1980. 
The Malibu and Ofher Poems. New York: Atheneum, 1972. 
0 Sliver of Liver. New York: Atheneum, 1979. 
4-Wav Sto~. New York: Atheneum, 1976. 
A Lollvgag of Limericks. New York: Atheneum, 1978. 
Maestro, Betsy. Fat Polka-Dot Cat. New York: E.P. Dutton and Company, 
1976. (Haiku) 
Mayer, Mercer, compil. A Poison Tree and Other Poems. New York: 
Charles Scribner's Sons, 1977. 
McCord, David. Away and Ago. Boston: Little, Brown and Company, 1975. 
The Star in the Pail. Boston: Little, Brown and Company, 1975. 
Merriam, Eve. The Birthdav Card. New York: Alfred A. Knopf, 1978. 
Out Loud. New York: Atheneum, 1973. 
Mizumura, Kazue. Flower Moon Snow. New York: Thomas Y. Crowell Company, 
1977. (Haiku) 
Moore, Lilian, compil. Go with the Poem. New York: McGraw-Hill Book 
Company, 1979. 
Moore, Lilian. Little Raccoon and Poems From the Woods. St. Louis: 
McGraw-Hill Book Company, 1975. 
See My Lovely Poison Ivy. New York: Atheneum, 1975. 
3 
Morrison, Bill. Squeeze a Sneeze. Boston: Roughton Mifflin Company, 1977. 
(Rhyming games) 
Morrison, Lillian. The Sidewalk Racer and Other Poems on Sports. New York: 
Lothrop, Lee, and Shephard Company, 1977. 
Morse, Flo. How Does It Feel To Be a Tree? New York: Parents' Magazine 
Press, 1976. 
Ness, Evaline, compil. Amelia Mixed the Mustard. New York: Charles 
Scribner's Sons, 1975. 
Peck, Robert Newton. Bee Tree. New York: Walker and Company, 1975. 
Prelutsky, Jack. It's HallowEen. New York: Hilliarn Morrow and Company, 
1977. 
Nightmares. New York: William Morrow and Company, 1976. 
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4 
The Oueen an Enene. New York: William Morrow and Company, 
1978. 
The Snoou on the Sidewalk. New York: William Morrow and Company, 
1977. 
Rimanelli, Griose, and Paul Pimsleur. Poems ~ake Pictures, Pictures, Make 
Poems, illus. Ronni Solbert. New York: Pantheon Books, 1972. 
(Concrete poetry) 
Raethke, Theodore. QiFtY Dinkv and Other Creatures. Garden City, N.Y.: 
Doubleday and Company, 1973. 
Russo, Susan, compil. The Moon's the North Wind's Cookv. New York: 
Lothrop, Lee and Shephard Company, 1979. 
Saunders, Dennis, compil. Magic Lights and Streets of Shining Jet, 
photo. Terry Williams. New York: William Morrow and Company, 1974. 
Silverstein, Shel. Where the Sidewalk Ends. New York: Harper and Row, 
197-+. 
Thurman, Judith. Flashlight. New York: Atheneum, 1976. 
Tripp, Wallace. A Great Big Uglv ~fan Came Up and Tied His Horse to Me. 
Boston: Little, Brown and Company, 1973. 
Wallace, Daisy,compil. Monster Poems. New York: Holiday House, 1976. 
Witch Poems. New York: Holiday House, 1976. 
Watson. Clyde. Catch Me and Kiss He and Sav It Again, illus. Wendy Watson. 
New York: Collins Books, 1973. 
Worth, Valerie. Small Paern5.., illus. Natalie Babbit. New York: Farrar, 
Straus and Giroux, 1972. 
More Small Poems, illus. Natalie Babbit. New York: Farrar, 
Straus and Giroux, 1976. 
_____ Still More Small Poems, illus. Natalie Babbit. New York: Farrar, 
Straus and Giroux, 1978. 
Yaroslava, compil. I Like You. New York: Charles Scribner's Sons, 1976. 
Verse Stories 
Adams, Richard, and Nicola Bayley. The Tvger Vovage. New York: Alfred A. 
Knopf, 197 6. 
Adoff, Arnold. Tornado! New York: Delacorte Press, 1977. 
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Belloc, Hilaire. Hilaire Belloc's the Yak. the Pvthon, the Frog. New York: 
Parents' Magazine Press, 1975. 
3elting, Natalie, The Land of the Taffeta Dawn. New York: E.P. Dutton 
and Company, 1973. 
3rcoks, Gwendolyn. The Tiger Who Wore White Gloves. Chicago: Third WorlJ 
Pr2ss, 1974. 
:arroll, Lewis. The Walrus and the Carpenter. New York: Frederick Warne 
and Company, 1974. 
:hukowsky, Kornei. The Telenhone, adapt. William J. Smith and illus. 
Blair Lent. New York: Delacorte Press, 1977. 
fanlon, Emily. 
New York: 
How a Horse Grew Hoarse on the Site He Sizhted a Bare Bear. 
Delacorte Press, 1976. 
?aterson, A.B. Mulga Bill's Bicvcle. New York: Parents' Magazine Press, 
1973. 
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Appendix D 
PICTURE BOOKS FOR OLDER CHILDREN 
1985 
Aardema. Verna. Why Mosquitos Buzz in Peoole's Ears, illus. Leo and 
Diane Dillon. Dial, 19i5. 
Allard, Harry. Miss Nelson Is Missing!, illus. James Marshall. 
Houghton Mifflin, 1977. 
Alexander, Ann. Nadia tne Willful, illus. Lloyd Bloom. Pantheon, 1983. 
Anderson, Hans Christian. Thumbeline, trans. Richard and Clara Winston 
and illus Lisabeth Zwerger. Morrow, 1980. 
Anno, Mits 1Jmasa. Anno 1 s USA. ?hilom1]l, 1983 • 
• The King's Flower. Collins, 1978. 
-------
Baker, Betty, The Turkey Girl, illus. Harold Berson. Macmillan, 1983. 
Baker. Olaf. Where Buffaloes Begin, illus. Stephen Ganrnell. Warne. 1981. 
Bang, Mollie. Dawn. Morrow, 1983. 
Baylor, Byrd. Guess Who Mv Favorite Person Is, illus. Robert Andrew 
Parker. Scribners, 1977 • 
. Hawk, I'm Your Brother, illus. Peter Parnall. Scribners, 1976. -----
_____ • They Put on Masks, illus. Jerry Ingram. Scribners, 1974. 
_____ • The Way To Start a Day, illus. Peter Parnall. Scribners, 1978. 
--~-.--:--· We Walk in Sandy Places, illus. Marilyn Schweitzer. 
Seri bners, l 976. 
Baylor, Byrd, and Peter Parnall. The Other Way To Listen. New York: 
Scribners, 1978. 
Berson, Harold. Claude and Claudine. Macmillan, 1980. 
______ . Joseph and the Snake. Macmillan, 1979. 
Bohdal, Susi and Andrew Elborn. Bird Adalbert. Picture Book Studio, 1974 . 
.. 
Bollinger, Max. The Lonely Prince, illus. Jurg Obrist. Atheneum, 1982. 
Breitner, Sue. The Bookseller's Advice, illus. Jane Chambers. Viking, 1981. 
Brodsky, Beverly. Jonah. Lippincott, 1977. 
Brown, Marcia. The Blue Jackal. Scribners, 1977 . 
. The Bun. Harcourt, 1972. ------
. Felice. Scribners, 1958. -----
. Once a Mouse. Scribners, 1961. -----
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Browne, Anthony. Bear Hunt. Atheneum, 1980. 
Bunting, Eve. The Man Who Could Call Down Owls, illus. Charles 
Mi~_laycak. Macmillan, 1984. 
Carew, Jan. The Third Gift, illus. Leo and Diane Dillion. Little, Brown,· 
Cendrars, Blaise. Shadow. illus. Marcia Brown. Scribners, 1982. 
Chaffin. Lillie D. We Be Warm Till Sprinotime Comes, illus. Lloyd Bloom. 
Macmillan. 1980. 
Cleaver, Elizabeth. Petrouchka. Atheneum. 1980. 
Cooney, Barbara. Chanticleer and the Fox. Crowell, 1958. 
______ • Miss Rumohius. Viking, 1982. 
Crews, Donald. Carousel. Greenwillow, 1983. 
Daughtery, James. Andy and the Lion. Viking, 1966. 
Demi. Liang and the Magic Paintbrush. Holt, 1980 . 
. Under the Shade of the Mulberry Tree. Prentice-Hall, 1979. 
de Paola, Tomie. The Knight and the Dragon. Putnam, 1980. 
______ • Sinq, Pierrot, Sing. Harcourt. 1983. 
Strega Nona. Prentice-Hall, 1975. 
de Regniers, Beatrice Schenk. Red Riding Hood, illus. Edward Gorey. 
Atheneum, 1972 .. 
Dickerson, Louise. Good Wife. Good Wife, illus. Ronald Himler. McGraw-Hill, 
1977~ 
Domanska, Janina. The Tortoise and the Tree. Morrow, 1978. 
Ehrlich, Amy. The Snow Queen, illus. Susan Jeffers. Dial, 1982. 
_____ • Thumbelina. illus. Susan Jeffers, Dial, 1979. 
Ernst, Lisa Campbell. Sam Johnson and the Blue Ribbon Quilt. Lothrop, 1983 
Fair, Sylvia. The Bedspread. Morrow, 1982. 
Farber, Norma. There Once Was a Woman Who Married a Man, illus. Lydia 
Dabcovich. Addison-Wesley, 1978 •. 
Fleishman, Paul. The Animal Hedge, illus. Lydia Dabcovich. Dutton, 1983. 
______ . The Birthday Tree, illus. Marcia Sewall. Harper and Row, 1979. 
Florian. The City. Crowell, 1982. 
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Gage, Wilson. Cully Cully and the Bear, illus. James Stevenson. Greenwillow, 
1983. 
_____ . Down in the Boondocks, illus. Glen Rounds. Morrow, 1977. 
Garrison, Christian. The Dream Eater, illus. Diane Goode. Bradbury, 1978. 
Little Pieces of the West Wind, illus. Diane Goode. 
Bradbury. l 975. 
George, Jean Craighead. The Wounded Wolf, illus. John Schrooder. Harper 
and Row, 1978. 
Gerrard, Roy. Sir Cedr~c. Farrar, 1984. 
Gerstein, t1ordicai. The Room. Harper and Row, 1984. 
Glass, Andrew. Jackson Makes His Move. Warne, 1982. 
Goble, Paul. The Girl Who Loved Wild Horses. Bradbury. 1978. 
Goodall, John. Paddy's New Hat. Atheneum, 1980. 
Grimm. Hansel and Gretel. illus. Susan Jeffers. 1980 . 
• Hansel and Gretel, illus. Lisabeth Zwerger. Morrow, 1979 • 
• Little Red Cap, illus. Lisabeth Zwerger. Morrow, 1983. 
Grimm. Cinderella, fl 1 us. Svend Otto S. Larousse, 1978. 
Hadithi, Mivenye. Greedy Zebra, illus. Adrienne Kennaway. Little, Brown, 19 
Haley, Gail. Go Away, Stay Away. Scribners, 1977. 
---
_____ • Jack Jouett's Ride. Viking, 1973. 
Hancock, Sibyl. Esteban and the Ghost, illus. Dirk Zimmer. Dial, 1983. 
Haseley, Dennis. The Old Banjo, illus. Stephen Gammell. Macmillan, 1983. 
Hawkesworth. J~nny. The Lonely Skyscraper. Doubleday, 1980. 
Herman, Charlotte. · On the Way to the Movies, 111 us. Diane Dawson.· Dutton, 1980. 
Herriott, James. Moses, the Kitten, illus. Peter Barret. St. Martin, 1984. 
Hoban, Russell, How To rk and His Hired S ortsmen, 
illus. Quentin 8 a 
Hogrogian, Nonny. Cinderella. Greenwillow, 1981 . 
. The Devil With the Three Golden Hairs. Knopf, 1983. -------
. One Fine Day. Collier, 1971. 
Horwitz, E inor Lander. When the Sky Is like Lace, illus. Barbara Cooney. 
Lippir1cott 1 1975. 
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Hutton, Warwick. The Sleeping Beauty. Atheneum, 1979. 
Isadora, Rachel. Ben's Trumoet. Morrow, 1979. 
. Opening Night. Greenwi l low, 1984. 
Iwamura, Kazuc. Ton and Pon. Bradbury, 1984. 
Jensen, Virginia All en. Catching. Philomel, 1983. 
Jonas, Ann: - Round-Trip. Greenwi llow, 1983. 
Kellog,- Steven. -- Paul Bunyan. Morrow, 1984. 
Koenig, Marion. The Tale of Fancy Nancy. Chatto and Windus, 1977. 
Kuskin, Kuskin. The Philharmonic Gets Dressed, illus. Marc Simont. Harper 
and Row, 1982 . 
Lasker, Joe. The Strange Voyage of Neptune's Car. Viking, 1977. 
Lionni, Leo. Cornelius. Pantheon, 1983 . 
• Frederick. Pantheon, 1967. -----
. Geraldine, the Music Mouse. Pantheon, 1979. -----
• Let's Make Rabbits. Pantheon, 1982. -----
Swimmy. Pantheon, 1973 • 
-----. Tico and the Golden Winqs. Pantheon, 1964. 
Lobel. Arnold. How the Rooster Saved the Day, illus. Anita Lobel. 
William, 1977. 
The Man Who Took the Indoors Out. Harper and Row, 1974. 
______ • Ming Lo Moves the Mountain. Greenwillow, 1982. 
------
The Rose in My Garden, illus. Anita Lobel. Greenwillow, 1984 
• A Treeful of Pigs, illus. Anita Lobel. Morrow, 1979. 
Locker, Thomas. i·Jhere the River l3egins. Dial, 1984. 
Louie, Ai-Ling. Yeh-Shen, illus. Ed Young. Philomel, 1982. 
Macaulay, David. Castle. Houghton Mifflin, 1977. 
------• Cathedral. Houghton Mifflin, 1973. 
------· Pyramid. Houghton Mifflin, 1975. 
Marshak, Samuel. The Month-Brothers, illus. Diane Stanley. 1983. 
Maruki, To~hi. Hiroshima No Pika. Lothrop, 1980. 
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Massie, Diane Redfield. Dazzle. Parents, 1969. 
Mathews, Louise. Cluck One, illus. Jeni Bassett. Dodd, Mead, 1982. 
Matsutani, Miyoko. The Crane Maiden, trans. Alvin Tresselt and illus. 
Chihiro Iwasaki. Parents, 196S. 
McCloskey, Robert. Burt Dow, Deep-Water Man. Viking, 1963. 
McDermott, Gerald. Anansi, the Spider. Holt, 1972 . 
. Arrow to the Sun. Viking, 1974. 
-------
. The Stonecutter. Viking, 1975. -------
Miles, Miska. Annie and the Old One, illus. Peter Parnall. Little, Brown, 
1971. 
Moore, Sheila. Samson Svenson's Baby, illus. Karen Ann Weinhaus. 
Harper and Row, 1983. 
Murphy, Shirley Rousseau. Tattie's River Journey, illus. Tomie de Paola. 
Dial, 1983. 
Ness, Evaline. Tom Tit Tot. Scribners, 1965. 
Otsuka, Yuzo. Shuko and the White Horse, illus. Suekichi Akaba. Viking, 1981. 
Paterson, A.B. Mulga Bill's Bicycle, illus. Kilmeny and Deborah Niland. 
Pa rents. 1973. 
Pavey, Peter. I'm Taggarty Toad. Bradbury, 1980. 
Peet, 8111. !he Spooky Tail of Prewitt Peacock. Houghton Mifflin, 1972. 
____ • The Whingdingdilly. Houghton Mifflin, 1970. 
Roach, Marilynne K. Dune Fox. Little. Brown, 1977. 
Rylant, Cynthia. Miss Maggie, illus. Thomas Di Grazia. Dutton, 1983. 
Schwietzer, Byrd Baylor. Ami_gQ, illus. Garth Williams. Macmillan, 1963. 
Scribner, Charles. Jr. The Devil's Bridge, illus. Evaline Ness. Scribners, 1978. 
Sendak, Maurice. Outside Over There. Harper and Row, 1981. 
Sharmat, Marjorie. The Day I Was Born, illus. Diane Dawson. Dutton, 1980 . 
. Gila Monsters Meet You at the Airport, illus. Bryon Barton. 
---M-a c_m_i_l_l a-n-,-l 980. 
Steig, William. Farmer Palmer's Wagon Ride. Farrar, 1974. 
Steptoe, John. The Story of Jumping Mouse. Lothrop, 1984. 
Stevens, Kathleen. Molly McCullough and Tom the Rogue, illus. Margot Zemach. 
Crowel 1, 1982. 
Stevenson, James. Could Be Worse. Morrow, 1977. 
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Stevens, Kathleen. Molly McCullouqh and Tom the Roque, illus. Margot Zemach. 
Crowe 11 , 1982. 
Stevenson, James. Could Be Worse. Morrow, 1977. 
Testa, Fulvio. If You Take a Pencil. Dial, 1982. 
Thayer, Jane. Applebaum's Have a Robot, illus. Bari Weissman. Morrow, 1980. 
Thorne, Jenny. My Uncle. Atheneum, 1982. 
Toye, William. The Loon's Necklace, illus. Elizabeth Cleaver. Oxford, 1977. 
Van Allsburg, Chris. The Garde~ of Abdul Gasazi. Houghton Mifflin, 1979. 
Jumanji. Houghton Mifflin, 1981 • 
. The Mysteries of Harris Burdick. Houghton Mifflin, 1984. 
--------
________ . The Wreck of the Zephyr. Houghton Mifflin, 1983. 
Wagner, Jenny. The Bunyip of Berkeley's Creek, illus. Ron Brooks. 
Bradbury, 1973 
Ward, Lynd. The Biggest Bear. Houghton Mifflin, 1952. 
Wildsmith, Brian. Pelican. Pantheon, 1982. 
Willard, Nancy. Simple Pictures Are Best, illus. Tamie de Paola. Harcourt, 1976 
Williams, Jay. One Big Wish, illus. John O'Brien. Macmillan, 1980. 
Wood, Audrey. The Napping House, illus. Don Wood. Harcourt, 1984. 
Wynne-Jones, Tim. Zoom at Sea, illus. Ken Nutt. Douglas-McIntyre, 1983. 
Yagawa, Sumiko.- The Crane Wife, trans. Katherine Paterson and illus. Suekichi 
Akaba. Morrow, 1983. 
Yashima, Taro. Crow Boy. Viking, 1955. 
Yolen, Jane. The Seeing Stick, illus. Remy Charlip and Demetra Maraslis. 
Crowe 11, l 977. 
Young, Ed. The Other Bone. Harper, 1984 . 
• The Terrible Nung Gwama. Collins, 1978. 
Zemach, Harve. The Judge, illus. Margot Zemach. Farrar, 1969. 
Zemach, Harve, and Margot Zemach. Duffy and the Devil. Farrar, 1973. 
Zemach, Margot. It Could Always Be Worse. Farrar, 1976. 
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Fantasy 
Bell. Ratha's Creature. Atheneum, 1983. 
Bosse. Cave Beyond Time. Crowell, 1980. 
Cl ea r y . Ra l p h S • Mo use . Mo r ro vJ , l 9 8 0 . 
Dahl. The ~Jitches. Farrar, 1983. 
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Greer and Ruddick. Max and Me and the Time Machine. Harcourt, 1983. 
Howe. The Celery Stalks at Midnight. Atheneum, 1983. 
Hurmence. A Girl Called Boy. Clarion, 1982. 
Parks. Playing Beatie Bow. Atheneum, 1980. 
Sleator. The Green Futures of Tycho. Dutton, 1981. 
Steig. Abel's Island. Farrar, Straus, and Giroch, 1976. 
Tapp, ~athy Kennedy. Moth-Kin Magic. Atheneum, 1983. 
Van L~euven, Jean. The Great Rescue Operation. Dial, 1982. 
Wiseman. Jeremy Visick. Houghton Mifflin, 1981. 
Wright, Betty Ren. The Dollhouse Murders. Holiday, 1983. 
Realistic Fiction 
Alcock. The Sylvia Game. Delacorte, 1982. 
Beatty. Lupita MarTTrna. r1orrow, 1981. 
Beckman. My Own Private Sky. Dutton, 1980. 
Brookins. Who Killed Sack Annie? Clarion, 1983. 
Cleary. Dear Mr. Henshaw. t1orrow, 1983. 
Ramona Ouimby, Age 8. Morrow, 1981. 
Clifford. The Dastardly Murder of Dirty Pete. Houghton Mifflin, 1981. 
Conford. Lenny Kandall, Smart Aleck. Little, Brown, 1983. 
Giff. Have You Seen Hyacinth Macaw? Delacorte, 1981. 
Hermes. Who Will Take Care of Me? Harcourt, 1983. 
Kullman. The Battle Horse. Bradbury, 1981. 
Lowry. The Ore Hundredth Thing about Caroline. Houghton Miffiin, 1983. 
Murray. The Sea Bears. Atheneum, 1984. 
Naylor._ Night Cry. Atheneum, 1984. 
Paterson: Bridge to Terabithia. Crowell, 1978. 
Phipson. When the City Stopped. Atheneum, 1978. 
Rounds. The Blind Outlaw. Holiday, 1980. 
Seidler. Terpin. Farrar, 1982. 
Sivers. The Snailman. Little, Brown, 1978. 
Slepian. The Alfred Summer. Macmillan, 1980. 
Townsend. The Islanders. Lippincott, 1981. 
Whelan. The Pathless Woods. Lippincott, 1981. 
Historical Fiction 
Avi. The Fighting Ground. Lippincott, 1984. 
Burchard. Digger. Putnam, 1980. 
Callaway. The Bloodroot Flower. Knopf, 1982. 
Calvert. Snowbird. Scribners, 1980. 
Dank. Khaki Wings. Dalacorte, 1980. 
Haugard. A Boy's Will. Houghton Mifflin, 1983. 
Highwater. Legend Days. ---Harper and Row, 1984. 
Holman. The Wild Children. Scribners, 1983. 
Hooks. Circle of Fire. Atheneum, 1982. 
Lasky. Beyond the Divide. Macmillan, 1983. 
Lingard. The File of Fraulein Berg. Nelson Elsevier, 1980. 
Moeri .-- Save Queen of Sheba. Dutton, 1981. 
St. Geo r g e • The H a l o vJ i n d • P u t n am , 1 9 7 8 • 
Skurzynski. What Happened in Hamlin. Four Winds, 1979. 
Speare. The Sign of the Beaver. Houghton Mifflin, 1983. 
Yolen. Children of the Wolf. Viking, 1984. 
Young. Land of the Iron Dragon. Doubleday, 1978. 
Biography 
Fritz. Traiter: The Case of Benedict Arnold. Putnam, 1981. 
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Appendix F 
Aiken, Joan. The Shadow Guests. D~iacorte, 1980. 
Alcock, Vivian. The Stonewalkers. Delacorte, 1981. 
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Alexander, Lloyd. The First Two Lives of Lukas-Kasta. Dutton, 1978. 
Arthur, Ruth. Miss Ghost. Atheneum, 1979. 
Babbit, Natalie. The Eye of Amaryllis. Farrar, 1977. 
Bell, Cl~re. Ratha's Creature. Atheneum, 1983. 
Bellairs, John. The Spell of the Sorcerer's Skull. Dial, 1984. 
Bosse, Malcolm J. The Cave Beyond Time. Crowell, 1980. 
Brittain, Bill. The Wish Giver. Harper and Row, 1983. 
Cleary, a~,(~~ly. Raloh S. Mouse. Morrow, 1980. 
Dahl, Roald. The Witches. Farrar, 1983. 
Eckert, Alan W. Song' of the Wild. Little, 1980. 
Fisk, Nickolas. A Rag, a Bone, and a Hank of Hair. Crowell, 1982. 
Fleishman,,Paul. Graven Imaoes. Harper and Row, 1982. 
Greer, Gery ind Bob Ruddick. Max and Me and the Time Machine. Harcourt, 1983. 
Hamilton, Virginia. Dustland. Greenwillow. 1980. 
________ . Sweet Whispers, Brother Rush. Philomel, 1982. 
Howe, James. The Celerv Stalks at Midniaht. Atheneum, 1983. 
_____ . Howliday Inn. Atheneum, 1982. 
Hughes, Monica. The Guardian of Isis. 
______ . The Keeper of the Isis Light. 
Hurmence. Belinda. ~ Girl Called Boy. Clarion, 1982. 
Jones, Diana Wynne. Witch Week. Greenwillow, 1982. 
Kaye, M.M. The Ordinary Princess. Doubleday, 1984. 
Klaveness, Jan O'Donnell. The Griffen Legacy. Macmillan, 1983. 
·L'Engle, Madele~e. A Swiftly Tilting Planet. Farrar, 1978. 
Lunn, Janet. The Root Cellar. Scribners, 1981. 
Mahy, Margaret. The Changeover. Atheneum, 1984. 
Moskin, Mar1e'tta 0. Dream Lake. Atheneum, 1981. 
Naylor, Phyllis Reynolds. Shadows on the Wall. Atheneum, 1980. 
Park, Ruth. Playing Beattie Bow. Atheneum, 1980. 
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Peck, Richard. The Dreadful Future of Blossom Culo. Delacorte, 1983. 
Rounds, Glen. Mr. Yowder and the ~ind~aocn. Holiday, 1983. 
Sleator, William. The Green Futures of Tycho. Dutton, 1981. 
Stolz, Mary. Cat Walk. Harper and Row, 1983. 
Tapp, Kathy Kennedy. Moth-Kin Maoic. Atheneum, 1983. 
Townsend, John Rowe. The Creatures. Lippincott, 1979. 
Van Leeuven. Jean. The Great Rescue Operation. Dial, 1982. 
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Appendix H 
Harms, J.M. (1982). Comprehension and Literature. 
Dubuque, IA: Kendall/Hunt Publishing Company, pp. Vll-X. 
Representative Tasks of Ccmprehensicn 
ATTENTION 
I. WillingnesH tu view, liHt~n. and reud 
A. Anticipates a s~quence of ideas and elements of a work 
n. Shows a Rl'nRitivity to what oth~rs say; attenda to other points 
u_f vh•w a11J c:i f fcrt.•nt WcJys of t.?Xpr~ssing ideas 
C. Rl'lates ideas of others to own ideas 
I>. Understands that bocks and other media are concerned 
with people, places, things, and ideas 
II. Avarenee• of thought-symbol relationships 
A. Understands that nonverbal language, speech, and print are used 
for communication 
B. Matches print to speech 
C. Matches intonation to punctuation 
D. Recognizes clues to pronunciation and meaning (phon~tica. 
morphemic, syntactic, semantic) 
F.. Uses word recognition skills 
F. Recognizes print patterns 
1. Progr~sses left to right, top to bottom, front to back 
2. Skims and scans 
3. Follows paragraphs divisions, topic3, and subtopics 
LITERAL UNDERSTANDING 
[. Cognitive tasks 
A. Notea elements, such as 
1. Sequence of ideas 
2. Direct statements of characters and setting 
3. Description of characters and statements of idea development 
4. Supporting details of main idea or theme 
5. Point of view of storyteller 
6. Imagery 
7. Sound elements of language 
B. Notes features or parts of specific types of stories, such as 
humorous stories and fables 
C. Recognizes organizational patterns 
II. Affective tasks 
A. Responds emotionally to elements and features in light of 
p~rRonal experiences 
B. F.mpathizes with certain characters and events 
C. Relates work to personal experiences and knowledge of the world 
D. Exa~ines personal feelings evoked by a work 
E. Listens to others' responses to a work 
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INTERPRET.A TION 
I. Cognitive tasks 
A. Understands elements, auch aa 
1. Sequence of ideas 
2. Character delineation 
3. Character and idea developrr.ent 
4. Supporting details of a main idea or theme 
5. Different plot d2vices 
6. Point of view of ~torytt!l ler 
7. Mood 
8. Imagery 
9. Figurative language 
10. Sound elements of language 
11. Sty le 
B. Recognizes characteristics of different types of literatura 
C. Relates elemente to one another 
1. Relates characters and actions to plot 
2. Predicts outcomes and forms conclusions 
3. Understands literary elements as clues to meaning 
4. Relates ideas to each other 
5. Recognizes organizational patterns 
D. Considers elements and parts as they relate to the rneaning of 
the \Jho le work 
IL l>etcctR relationships hetvet•n characters as reflections of r.icaning 
L lJndcrHtnndH the contributions of diffrrent types of lltl•rnture 
to understanding an idea or a conc~pt 
G. Sees different levels of meaning in a work 
II. Recognizes intention of author 
tI. Affective tasks 
A. Relates work to personal experiences and knowledge of the world 
B. Understands values within a work 
C. Relates ideas and values in a w~rk to ideas and values in other 
works 
EVALUATION 
I. Cognitive tasks 
A. Establishes criteria as means to judge a work 
1. Establishes criteria of fonn 
2. Establishes criteria of content 
B. CompRres work to others of its kind 
: L Aff~ct ivc tasks 
A. Uses Jwn value system to judge work 
B. Re-elamines own responses to work in light of response ■ of others 
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APPLICATION 
t. Ccgnitive task• 
A. Ceneral1%~S frcm content to build a base for problem-eolvin3 
etrat~gies 
B. Generalizes from experiences with work(s) to develop effective 
techniques of expression 
t. Aff~ctive tasks 
A. Rt.•latee values identified in work to own and those of otht'C!i 
H. Und,•rRtandR literature aH a ITX'thod of Rt.itin~ nnd l'Xplnrlng v,1l1wH; 
uses literature as a means to explore values 
C. Respects place of literature as a means to understanding 
D. Respects others' right to read 
E. Relates literature to other subjects and situations in life 
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The Difficult Christmas 
Tree sure is not a shy guy, he'd try anything to keep me away 
from Mary. "Tree," I said, "come with me if you want a girlfriend." 
"Okay, " Tree answered. 
We went down to the old mill pond. There is an old tree on an 
island that we tied a rope to sometime last year. Tree threw a stick 
and hit the rope. It swumg ·over to the other side of the oak tree. 
It then made its way back to Tree. He grabbed it and swung to the 
other side· of the pond. After he was across, he swung the rope back 
to me. I took the rope and swung across the pond, well at least halfway. 
(I was never good at swinging on :ropes.) I swam over to the other side 
of the pond. By the time I got to the side, Tree was rolling around, 
dying with laughter. I wished I hc.dn 't done tha ~. How could I face 
Viary like this? She'd think I was a slob. 
We started walking again and found we had to cross the town 
mud hole because Mary was waiting on the other side. There was a 
rope hanging from a phone pole. I just couldn't fall this time. 
I'd be a mess. Tree went first. Like always, he made it. Now it was 
my turn. I grabbed the rope and swung across ••• at least I got three-fourths 
of the way across and fell right in front of Mary. Splat! The mud 
went all over everyone, including Mary. So Tree and I walked her home. 
Tree was on the left side, and I was on the right. Mary was glaring at 
me like I had shot her dog. 
We reached her house and she went inside. When she came back 
out, Tree whistled, then I tried, but nothing came out. I felt like 
a real wimp. 
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Because it was early December, it was starting to get colder 
every lay. I went to bed that night with a dream of Mary in my head. 
I dreamed that I would get Mary a horse and take her sleie-hing. She 
would be my girlfriend forever. When I woke up I couldn '~· help but 
think about Mary. 
I got ready for school. At school I was day-dreaming about Mary 
and the present I was going to get her. "I've got an idea!" I yelled. 
Everybody looked at me. 
"Now Chris," the teacher said, "why don't you have your language 
book out yet?" 
"I don't know, I thought we were doing math. 11 
So I got my language book out. What I was thinking about was 
whenever we went by the BJble's farm, Mary always said that she wished 
she had the white mare with silver eyes. Could that be the horse? 
But where would I get the money to buy the horse? 1 knew I could 
shovel sidewalks. I'll start tomorrow. 
The next morning I got up and went outside. I made a wooden bucket 
to go on our riding lawnmower. I started out doing all the neighbor's 
sidewalks and earned three hundred dollars. 
Then I went to the Boble's farm and asked about the hor.se. I 
was terrified of Mr. Bable. I knew he'd get as much money out of those 
old horses as he could. Mr. Bo ble ID1unbled, "Maybe three hundred dollars. 
Well, how much do you have?" 
"fJ.1hree hundred. 11 
"Well, I want four hundred. That's my final amount." 
I wen: home and thought. Eow was I going to get one hundred dollars 
by tomorrow? I was supposed to give TtiarJ the horse on Christmas. I 
guess my dream wouldn't come true. It was Christmas Eve and I had to 
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get to bed. I could not get to sleep. I was thinking of how Mary 
would have felt if I would have given her that horse. Finally, I 
fell asleep. As I was sleeping, I dreamed that good old Saint Nick 
would come and bring me the hundred dollars I needed. 
The next moring I woke up and went downstairs. I opened the 
little presents first because I was hoping to get the money. I 
didn't get the money and I knew I wouldn't because the last box was 
huge. I started to open it. Nothing was in the first or second box. 
Was this a trick? The box was pretty small now, about the size of a 
boxcar. I opened it. It had tonrn; of tape so the process was rather 
sticky. After a couple of minutes, I finally managed to get it opened. 
It was two fifty dollar bills. Could it have been good old Saint Nick 
or just Tree? I didn't know, but I had to get the horse, write a love 
letter, and get the horse and the letter in the barn before she went 
out to feed her goat. Oh, I forgot about the goat. I'll have to gag 
him with a piece of cloth. There's no time to waste. I have to get 
going. 
I got to the ]oble's farm and no one was around so I put the 
four hundred dollars in the mail box with a note. 
When I got to Mary's barn I got out the cloth. It wasn't easy 
catching the goat. Finally, I got him by the horns. I gagged him 
and went out for the horse which I had tied behind the barn. I led 
it in the barn and put the note beside it. 
''Dear Mary, 
I know you don't like me very much, but I think you're very 
pretty. I stare at you all the time in class. I'm givb1g you this 
small present for Christmas and I hope you will think a little 
more about me! 
All my love, 
Chris" 
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I eot home and found two hoof prints on my rear end. r11hen I 
looked out the window and Mary was there. She said that she found 
her goat ga,eged, a new horse, and the. note I left her. It was all 
chewed up so all you could read was my name. She said, "This is 
the best Christrnans ever." 
"Sarne here," I said. 
Appendix L 145 
---v·:r;x-v,_,~-;;;6~r.:.;q-~----~77f £ ' -V 1~T{_~-:J~(d_ (t UY.IjV--~ -_· ---
(1 ·, /J 
71--,.u ,_; .}-{ -~-;z-.,,..---,-,7(1-1 ~Y ___ J'i..-c:,~.,_ ~,,y.-l---,,,,,_:·-, f~-· J1.T[) >. 
146 
".i;f.dz ; · p/-d/nJ, 1£2,Q__ xJ q f?Q Iv ro,.J ) 1c(,v I r-. Yy,~'¥'-ffL]__ 
1
ra.t:.c/:ii(L) ___ .,;-+-' __ 
.Aev~ 'ft: 1..t'.; ~ &1.01;v./ !QP ,c, i'); (<;J., Cb---Wvc;n 
V ., _I ,...-tc:...-
. di O Q J1 {) ~' ~ 2-TU' J, , &r,L UU)J _G'1 e.n ,,v, c r/ c.c-'(Il\. J---
. l QJ1lftlcriJr:L!.A.,~02_~i o.: ! 1:{ jr.) .uf- ~? LV''nf' )-, . ~,-- I ,• ·11r f))\,~ r,-} --
"('51-J v"07)7· :~,:vv;r; -75pr-:r:rrv-.e; 1ry:,u) F . 
-)0-"½;;!,8J~i·tP:A(_7r:f/_'-f'«)':j-~~·-· ·······--· 
__.__71rvr-/f'C/ ·-;:IYTOTo · ~v:fr.t"'-:if[·· ·-t:r.urd·~--::ff #:Jd :·-----------
=;&~-· ·v--c rct#fn<::-rv-:;p~-·V~:··. ··. · -:-------------
.. · · ~ /7:. r Vt.lXJ ~ ~r-·r;:t1;Vt .v::;r:
7
-: , .,-,... • '! -:--~ ···---· ---
r-tr0··~~.--·c1~··· ~-~-~·--···--· --
---r.m-~--4_--~z-.:,y-..1Jr1 ·c51JYY.:5:·71:5·•1'.'·t,r_J,_-ll'1_ ~-:=ef:Y:YL_·_;· __ --_"t~_---- , ____ .. ----o-~--------------- ~ . :.' · ,_.----• · . -}-c·-"f/ Vt'': --I 
-~~,.~ (i~~JJJ'""r'-Y?v.~-~-"ty.~-;,,•r,-a•· \I • I -:·•• : 
___,_v•o. ~.~~L~.::-~~~:::::r · 1~;;:;;. L~r--=JJ_ _____ _ ~.J J ", O . :/ L , ~/(;' v 1?/7:'fT j/-J v "j;: .. ;o-r;:-' \: rv v '-IV ; 
-p;7--rrf7Jr7---""Tv7T:T{j~~-x:r:ct0V ·&. ; n--l+rpy' ~,~r71T"--·----··--· l --, -.J ... -· ~_, -• • • --;-.. _ • • , --:--• {t _. ,_-:,l .: r\.' ~ -. : 
---. -vl?:TFY~===ocw,M.?;;✓,'./t l , .ffer ~:-:-... , ;) ,!;,. ; . --·-----
. -. ,c_~----~-u·q:r,:-~-?J--TO/;ryr p' ,'V.rlm717l 
. ,1·r};}Vu;7~,wi~ mii ·0•q,~ ~;~~&Oro"'=--:---- _, ~ .-·-f/ · r ,,.· .. :, . ~u r ~ ;-:y.,: .. _:·-: . ··; 
--vt5Tr: D_ -~--v~, _v1tn/fYf_.:: ··Volf. --~~--C'vf;tvrp.--o.fr..; r-._ , . -. . -. _ v · ·· r 1 , . . ( . 
;-Yrv17--rf'Y-ri':-f "\{fYY-'O' ._Vut:F ·1)
1 
,_-o.~TT1LJ?''.•,·~-·t7&1:.?. :.?n_-c;-~'C-11~.-,_ ----
. .I' ,; / •... ' . I 
----~,/211· 1--~'. t ~ ~-{✓r-viw·---'---~A_./._.( c.) --~./1T,-~c~-roc;PF:-mTi7,-i------ ! -I b ·. . . \· .... > : --. f/-~ ~: 
, , ;:Y/T l'CC C-?Vrt,00-· .Vu t /YC'l7'Q t]JJ'\Jt)']:::h"VIT-~q/{57'[------------
----rtT(· f--~yu:r;:z;,y--~; '/h VJJ-'")17-~~~<JT-.-~ ; (t (7 I ·•j d , ! _ ___.__ __-,·. , 
jY'-'b r-.;rg,,--,:np y~ 7f'k .=ptJ ~nr 7J{(t,-; --
~:JI:),-. ::[!rcr~ _ -~-.... ~1-:(Y)._;_ __ J\,ti";.-~rr:=:::4Jv\I'.JdTt--(_-V-uJ& 1 
/ 1 :,. .•... . u );) J v·, fJ-:,r·:~v.\1~·:--· ·._ f V / • -., ··rcr{/ :·~ . ! 0' I . v:r.\•f/t"v t"Q-7 · z.ri\f WcJclc P] 11-UJ . _ 'Dl,-·• _ -1 · l~> o -~~
1
-r-F•v,..._.1. ......... J ;----
o~,k,.,;;-:;;.-.~-• __ .. :=.:t._{vi/_ey /I ~,07..l!i~~--~:.:~~-v·oc~I_:_;.f:.,.>~-.-::'·/:. · .. :~1"';,'. - ✓u ... -. :' --v" ,_.. • .'//-_ ~ •. ,~· •• .-·: • : I '!(!) .. -· .~ -vi_. 
o/(J . o, qJ . 'A 7 -~:'/Y vD7J ::~7. :}b'U -}fl-n Ar rcrrrr 
~C-~•u:r ~-~v ~o): : .-, -/ I 















--~'----9-cJLY11.._ __ QpO/Y•Jl.d . .rl\e /lye;( r, nd ~-
. • Cc pcun__ct,_ fn ~ ~!..f./Jk1U'n.Lo~~ . 6:Ji.~ 
. ~~~. f..\ .ll_!;fff! AfJ-11.p_e . ·-' ¥};0viJe-*U_ 1 ?~yr,~. >J · · It W: 
. lJJl...,).,AJ_'f~_ .. )-~:.;r ,. . ·1 r; ,(p,· vcdJ' l,!J./(_,_ 
· · _J)o~ • c(_ po1 (J ~ ', j JJ.l;L_.'h_Q.JA!' . 
_, J_MfiVn&._;J,o:~-tr~~--ztbL~ · .. _ 
---'-·.o., t 1d ....JJJfLbi h··h AiO _Jwi. __ Mn/-Tl. ·---- __ 
·- ~-----~-{-2-}vv{__)w_L __ ..{U:".0€.- _hr~--j_(ji_ ji1f;..,._ --------
--··J ___ c_£011J:f __g~,-h1--j~-. · J.2~tf___ _ . f __ cct/;/;_~,---· 
---B!f .\ _(A,itQ' .. _~lJWL. _· ' . --~ -.. -.. ' ____ 0/J'lfi-.. 
· , (!)-~~ ~;\C_tiJ_ __ ~.fo~{b__ (/~.f1'y, ~. ·. , -~. · 
-+-P~~vo1~~w/nl&;~~P-~~n 
__ .:__C~-lf-_"v_ •. - ', '-0_,~at~iDf-~•TQ,--~--A. r~d.1-r 
-=~=~~.~1J;r::;~,:tc~;;?:;:tl~~---·--·---
__ .c;_~ __ ~. ~lJ qJlJf ~QJ~Ld12;UJ 
-_-j=~~~;. /., ~:!:}_~~~--~~-~-r -~~~~--·--=· 
-· - ~ /l ·, ! , ' .·•· __ '}ill~ - : ' :__-__ . - ----- \ -------··•· ..... ---------
---~---:~---· _ \ \ ' ' ·~~ _ _!-,C7!2/J_/T~,,d~_},c/~(. ___________________________ .. 
__ ,_C(..LL,(}Llw _ _f__)(ZJrrJW _ -cvncl . .-1_ ( l½Lk ----------··, 
__ · cla~l£:1v£/?.J . -·----------------------------











4~ ~~vv~J~lQLl · CU 
. vy'\ J"r-1.,r---/', Dn.r,,,, /\-~A- A. ,::..-1--~ ·_4 , /J l/. ,_, -~ 
---(~~ ~ ~OL-- ~ ,·.v,,..,Q;r -th~. 
----·--· COLrr~~----4't~:dMuJ!)J~--M~--L~- ~ 
___ _ _____ - ,. ____ , - , : _ -~i:;, /4ifr£t~ lljlfk3t A:,~,&:h{ __ _ 
_ _ -~'.1-:~-..h,~1:il ../VO.__ C)fun~~-o_,,~¥'-L~w---f _ ----~~11~-ta __ 2(A~_ffhy}-1_~~ Jon A, 
:.;-±~:-;!/ -~-.'--~'-LL nFA--°5.· .. ~ /YY','-_-~r-
:-· ~~~- ~~~-;1~ ,.-vl:J 
----~~--~1~iJ- ~d_i ~ ~. ~,-~,-~-----·----· _ 
----~C( _ _/Stmj,l!-'--:°J_b __ c __ jk;_~--~~i:_~ ... 
! _:tl:f ~L\ <,·j --·· -~ - ·,:_ - _! ----
-: l . ' . : .:~--~ \. . ~' /l_t/_c_,c_Q~ zJVt/----------
_____ ! JJ:;v~Lifrr--. ~-- __ }<v11-__ .d.~ktgJ_/::i _ ~----------- _-
-·-: . --~~i9-0~ __h.,fr;no.- ._- .---_- --·. -- . -.. ; ---- '. - -·- ·-· . --------
---· _- · t-t~ 
1
~~[! __ '4,"dJv/4J_9'-0itd-~--{jot---~ ----------
----~-h~t.-0-m j)~() ( ~ q?l• - ,,~ -;-,,_\ .. ~JJ -----------: 
-------- ..., · -=-- ---1-- _ --------~ ~-t-,~• ,,_ c~\.l,..t._. ---~--L 
---:~---~- __ J~o.o:vpR-?'J _Qr_~: __ _ 
('JI:, ,Y! 0 f ./Jr, I,/) · J). fi"H'7\/'(\/ /yJ .,fl :,(-fl 


_· 3. G'2--* \i~'l' fo_tv1\h ~ ?,cttx\Je__, \QKGv, 
: q. A 6. o\'.)t-. Co-f' -rn , hf S>-. 
<: 
; 5, Co :0~·1 0. l)()_Cr&J-\O (\ .--~- · -
: t;. '~at r✓ A 10vy b<2. ~- _ / - , . -~- .... 
, 
: \ ... , ·:--.., V 
\ ,- .... -·-
\ .. ' 
\ 
I _I 





·~ - -----,- · =---'= "-------·- _ _ ~=,.,_=cc--c--=ccc~~~cc= ·· 
-oDJ ---~-
- - - - . - :. - . - --- . - - --
' "O 
~,- ~- . - ·- - - ~----- - - -.---~ 




-Trd% And Tbloo,s· Jet: k'noW<S And/fJso /;,, n,c:;-~: 6, 
~ 1.300d do'9-- V ' -~-~--- .. L; l<C2J b?:4_J)_Lc L ~2<, 
v-4_:trec._r . -----------------------------
~! • 3 ,99-@,tl- :, f- . -- -- ----------•--
r" Ll. dl'DQ_:--1""_, _______________________________ _ 
/ 6---S_; Y _______________________ ---------------
i/_~_G jC'>-'·{ C.,Q\))¥1 
; 











Jet is my dog. She knows many tricks. She is also very smart. 
A few of the things.she knows are how to star1d pretty, sit, sit pretty, 
drop, get in her basket, go get an object, get on her rug, lay down, 
respond to her name, come when she wants a treat, and speak for a 
treat. 
Jet also has things she likes and dislikes. She likes to be 
petted and told that she is a good dog, she dislikes being put in the 
garage at night, she dislikes being spanked, she likes to get to know 
other people by sniffing them, and she will also be your friend if 
you take it easy. Jet also barks at strangers which is good. 
In addition, Jet has certain toys and people she especially likes. 
The special people are me, my mom, my dad, and my sister. Her favorite 
toys are an old sock, an old tennis ball, an old shoe, and also a 
squeaker toy. 
We have an old clothes basket with a rug in it for her in our foyer. 
She can play in the foyer or be on a rug upstairs by our patio door. 
Otherwise we have a rug in the garage for her. She can be outside, in 
the garage, in the house or in her playyard out behind the house. 
My dad took some old wire and posts that we had in the backyard and 
we made a pen for Jet. 
When we go away she stays in the garage except when we go to 
my aunt and uncle;' s in Missouri. We take her with us for two reasons: 
One is that they live on a farm. The second reason is that they have 
a dog the size of Jet. So she plays with my cousins' dog. 
We try to brush her every day. We also try to give her a bath 
once a week. Giving her a bath is a BIG JOB! 
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Jet makes friends very slowly. First she barks at anyone who 
comes in the driveway. rrhen she makes friends by smelling people. 
She also likes to get a lot of attention by whinine, coming upstairs, 
barking, and rolling over. 
She likes to chase cats and tease the horse. She runs down to 
the pasture and then runs aroung my horse barding and then the horse 
kicks up her heels and Jet goes running out of the pasture and barks 
at the horse from the other side of the fence. 
I've had more than one dog aI1d this is my favorite do 0 • I hope 
we don't have to give her away! She is such a speci2.l and smart dog. 
Just the other day we started teaching her to sit on the step 
in our garage when we drive the car in and out of the garage. My dad 
said she's smart but noLworth anything. Oh well! r11hat's okay. I 
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